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Abstract 
 
This research study investigates the similarities and differences in assessment 
policy, perspectives and practices in relation to student learning, desirable 
graduate outcomes and lifelong learning (LLL) in two departments with 
similar disciplines: Sociology and Social Policy and English Studies of the 
Midlands University (MU) ± UK and Sociology and English Linguistics and 
Literature of the Ho Chi Minh City University (HCMU) ± Vietnam. The 
VWXG\¶V FRQFHSWXDO IUDPHZRUN ZDV GHYHORSHG IURP UHVHDUFK OLWHUDWXUHV RQ
aVVHVVPHQW PDLQO\ 'DYLG %RXG¶V IUDPHZRUN RI sustainable assessment or 
assessment for longer term learning, as the framework for data analysis. The 
methodology is a comparative case study, and the methods include using 
semi-structured interviews with 22 staff in both cases, four student focus 
groups, an action-based intervention at the English department of the HCMU, 
and document analysis. The similarities and differences across the 
comparative cases are explained on the basis of the economic, socio-cultural 
and HE contexts ZKLOH %RXG¶V IUDPHZRUN LV reframed theoretically and 
operationally for these contexts, and as a guide to improving practices.  
 
7KH GDWD VKRZV WKDW DOWKRXJK PRUH HOHPHQWV RI %RXG¶V IUDPHZRUN ZHUH
found in the MU than the HCMU, assessment in both cases was an imperfect 
realisation of this framework. The argument is made that this framework can 
offer a good vision for the two cases to aim at in terms of changes in their 
assessment perspective and practices, but the framework itself should also be 
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reframed with contextual and cultural features of assessment, as well as the 
development of human capabilities and functionings in order to encompass a 
fuller range of educational goals. It is concluded that above all assessment 
should support not only learning at university but also expansive rather than 
reductive LLL. 
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1 Chapter one: Introduction 
 
This chapter introduces my case study research, which aims to investigate the 
similarities and differences in assessment policy, perspectives and practices in 
relation to student learning, desirable graduate outcomes and lifelong learning 
(LLL). The case study examines different perspectives from senior managers, 
lecturers, and students in two departments with similar disciplines of the two 
universities: Sociology and Social Policy and English Studies in Midlands 
University (MU) ± UK and Sociology and English Linguistics and Literature 
in Ho Chi Minh City University (HCMU) ± Vietnam.   
 
In this chapter, I will look at the contexts which my research on assessment is 
located, including aspects of globalisation and the knowledge economy and 
their impacts on relevant features of UK and Vietnamese higher education 
(HE), and briefly describe the two universities selected to be the research 
sites. Then, I will introduce the rationale for the study, aims and research 
questions, and summarise the chapters in the thesis. 
1.1 Globalisation, the knowledge economy, and its impacts on HE 
Globalisation, especially its economic dimension, brings about changes in the 
world of work and the market, and in this changing context, knowledge 
becomes the core of the global economy. In this section it is argued that 
economic globalisation and the knowledge economy significantly influence 
and shift the purpose of HE towards an instrumental one, that of education for 
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employability, making human capital the most important output of HE 
(Stromquist 2002; Little 2003; Olssen and Peters 2005; Field 2006; Walker 
2006; Rizvi 2007; Molesworth et al. 2009). The dominant discourse of 
globalisation, the knowledge economy and LLL is neoliberalism and 
especially human capital theory which over-emphasises the economic role and 
thus reduce the other roles of HE and diminish the meaning of learning. Based 
on various studies (e.g. Delanty 2001; Barnett 2006; Walker 2006; McLean 
2006; Mann 2008; Booth et al. 2009), I propose that in addition to preparing 
students for employability, HE should also enable human capability formation 
for them to become useful citizens for a better society, and to equip them with 
capabilities for LLL (these capabilities will be discussed later in this thesis). 
 
1.1.1 The economic features of globalisation driven by neoliberalism 
 
Globalisation is a concept that has been defined and interpreted differently 
and controversially: some authors focus on its technological features, whereas 
others on cultural, political or socio-economic impacts (Stromquist 2002: 4). 
Dodds (2008) divides the viewpoints of globalisation into two streams: first, 
globalisaWLRQ LV FRQVLGHUHG DV µJOREDO IORZV¶ RI FDSLWDO SHRSOH LQIRUPDWLRQ
WHFKQRORJ\ DQGFXOWXUH DQG VHFRQGDV µPDUNHW PHFKDQLVPV¶7KHVH µJOREDO
IORZV¶EULQJDERXWFKDQJHVLQORFDOFXOWXUHVVRFLDOUHODWLRQVDVZHOODVFURVV-
national mobility of people, thoughts, and products, and thus create more 
interconnection and interdependence in the world (Rizvi 2007: 120±121). As 
)ULHGPDQ SRVLWV JOREDOLVDWLRQ FDXVHV µLQH[RUDEOH LQWHJUDWLRQ RI PDUNHWV
national states and technologies to a degree never witnessed before in a way 
that enabling individuals, corporations and nation states to reach the world 
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IDUWKHUIDVWHUGHHSHUDQGFKHDSHUWKDQHYHUEHIRUH¶, in Rizvi 2007: 
121).  
 
While acknowledging that globalisation is a multidimensional concept, this 
section focuses on the second stream of globalisation ± WKH µPDUNHW
PHFKDQLVP¶ RU LWV HFRQRPLF GLPHQVLRQ ZLWK DQ DUJXPHQW WKDW HFRQRPLF
globalisation, driven by neoliberal ideology, is perceived to be the major 
cause that influences and stimulates fierce competition in the global economy 
and consequently changes the labour market into one which increasingly 
requires high-skilled employees. This in turn affects and shifts the purposes of 
HE into a more instrumental one ± education for employability ± which is one 
of the key drivers of a narrow version of LLL as vocational. 
 
Economically, globalisation and neoliberalism are interrelated; neoliberalism 
is considered as the ideology that drives the global market (Stromquist 2002; 
Olssen and Peters 2005). Neoliberalism iVGHILQHGDV µDSURJUDPFDSDEOHRI
GHVWUR\LQJDQ\FROOHFWLYHVWUXFWXUHDWWHPSWLQJWRUHVLVW WKHORJLFRI WKH³SXUH
PDUNHW´¶ %RXUGLHX  LQ 6WURPTXLVW   The discourse of 
neoliberalism centres on minimising the role of the state, free trade, and open 
economies with deregulation, decentralization, privatisation, and competition 
(Stromquist 2002; Olssen and Peters 2005; Field 2006; Rizvi and Lingard 
2006; Rizvi 2007). It is essential to realize that the economic feature of 
JOREDOLVDWLRQµLVGHHSO\Juided by the hegemony of the market and the role of 
WKHVWDWHDVDNH\VXSSRUWHURIPDUNHWGHFLVLRQV¶6WURPTXLVW 
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Free trade and economic deregulation have both advantages and 
disadvantages to developed and developing nations. Arguably, they may be 
beneficial to developing countries in that they enable these countries to 
integrate into the global market with their products and services (Toakley 
2004: 313). However, they also bring about fierce competition in the global 
market in which powerful economic forces will play the dominant role. 
Additionally, the competitive global market challenges many countries to 
change policies in order maintain their economic competitive advantage. If 
domestic industries cannot compete with foreign dominant giants, they will 
collapse (Toakley 2004: 322). Furthermore, the state in rich and powerful 
countries plays an important role in protecting corporations investing overseas 
and in influencing developing countries to deregulate economic barriers for 
the developed cRXQWULHV¶ interests (Stromquist 2002: 8). Therefore, in this 
sense the power of the state in these countries is becoming stronger. On the 
contrary, the power of the states of developing countries is weakened because 
they fail to remain competitive in global market competition (Stromquist 
2002: 8). Consequently, globalisation may be much more beneficial to 
developed countries in terms of economic and political dominance over their 
developing business partners. In order to develop its economy and maintain 
competitive advantage in the global market, a country needs to have an 
educated and skilful workforce. This makes the roles of HE and LLL 
increasingly important in this context because it is necessary for people 
continuously to learn to update and upgrade their knowledge and skills to 
remain employable. Issues about LLL will be discussed later in this thesis. 
The next sections will explore the features of the knowledge economy and 
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how globalisation and the knowledge economy influence and shape the 
current trends in HE in the UK and Vietnam. 
 
1.1.2 Features of the knowledge economy 
 
As analysed above, globalisation brings about fierce competition in the global 
market, and this leads to the demands for a high-skilled workforce to maintain 
D FRXQWU\¶V FRPSHWLWLYH advantage. Also, together with the impacts of 
globalisation, advances in information communications technologies (ICTs) 
speed up the transformation of the  economy into the knowledge economy 
whereby knowledge becomes central to a QDWLRQ¶V HFRQRPLF JURZWK DQG
competition in the global market, as well as to its social development (Field 
2006; Kenway et al. 2006).  
 
According to Kenway et al. (2006: 13±14), the idea of a knowledge economy 
or knowledge society originated with Drucker (1959), who generated the 
LGHDVRIµNQRZOHGJHZRUNHU¶µNQRZOHGJHZRUN¶DQGµNQRZOHGJHLQGXVWULHV¶
DQGZKRXVHGWKHWHUPVµNQRZOHGJHHFRQRP\¶DQGµNQRZOHGJHVRFLHW\¶LQKLV
ERRNµWKH$JHRI'LVFRQWLQXLW\¶LQin which he focused on a knowledge 
base for all important aspects for a country to survive ± µIRU LQWHOOHFWXDO
HFRQRPLF VRFLDO DQG PLOLWDU\ SHUIRUPDQFH¶ ± DQG µWKDW HQFRXUDJHV
HYHU\ERG\WREHFRPHNQRZOHGJHDEOH¶'UXFNHULQ.HQZD\ et 
al. 2006: 20). Rather more narrowly than DrucNHU¶VH[SDQVLYHDUJXPHQWWKH
World Bank maintains that: 
A knowledge-based economy relies primarily on the use of ideas rather 
than physical abilities and on the application of technology rather than 
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the transformation of raw materials or the exploitation of cheap labour. 
It is an economy in which knowledge is created, transmitted, and used 
more effectively by individuals, enterprises, organizations, and 
communities to promote economic and social development. 
(2003: 1) 
 
)URPWKH:RUOG%DQN¶VSHUVSHFWLYH the knowledge economy comprises two 
key components: knowledge and technology, and knowledge plays the key 
role not only in economic but also in social advancement. However, it seems 
that the economic goals of knowledge are prioritized in many government 
agendas over social goals. 
 
The knowledge economy differs from the traditional economy because 
NQRZOHGJHµVKDUHVPDQ\RIWKHSURSHUWLHVRIDglobal SXEOLFJRRG¶DQGWKXV
should be considered as different from other commodities (Stiglitz 1999, in 
Olssen and Peters 2005: 335; UNESCO 2005: 23).  However, it is argued that 
knowledge still tends to be treated as an ordinary commodity, and this leads to 
tKH µFRPPRGLILFDWLRQ RI NQRZOHGJH¶ 6WURPTXLVW  3HWHUV  ZKLFK
encourages the market-RULHQWHG WUHQG RI WKH XQLYHUVLW\ DQG D µFRQVXPHU
FXOWXUH¶ LQ +( (Simons et al. 2007; Molesworth et al. 2009) (this will be 
further discussed in the next section). The knowledge economy also differs 
IURPWKHWUDGLWLRQDOHFRQRP\LQWKDWLWHPSKDVL]HVWKHµHFRQRPLFVDEXQGDQFH¶
of knowledge and information (unlike other goods, knowledge and 
information grow and shared when used), the reduction of distance, barrier 
DQG WHUULWRU\ DQG µLQYHVWPHQW LQ KXPDQ FDSLWDO¶ 3HWHUV  2OVVHQ DQG
Peters 2005). Because of these differences, especially the main difference ± 
that it is economically oriented to knowledge ± the knowledge economy, as 
Kenway et al.  DUJXH EULQJV DERXW VRPH SUREOHPV LQFOXGLQJ µWKH
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scientization of society and its associated risks, the diminishment of the public 
sphere, modes of exchange and social bonds that are not market-based, and 
the commodLILFDWLRQ RI DOO IRUPV RI OLIH LQFOXGLQJ FXOWXUH DQG HFRORJ\¶ S
26). With the above mentioned features, globalisation and the knowledge 
economy have as will be shown tremendous impacts on HE. 
 
1.1.3 The impacts of globalisation and the knowledge economy: 
commodification and instrumentalisation of HE 
 
Perhaps the most significant effects are the commodification and 
instrumentalisation of HE that drive policy and practices of curriculum, 
teaching, learning, and assessment at universities. As explained above, due to 
the influence of globalisation and the knowledge economy, knowledge and 
skills become increasingly important for a nation to maintain its competitive 
advantage in the global market, as Thurow (1996: 68, in Peters 2004: 75) 
PDLQWDLQVµWRGD\NQRZOHGJHDQGVNLOOVQRZVWDQGDORQHDVWKHRQO\VRXUFHRI
comparative advantage. They have become the key ingredient in the late 
WZHQWLHWKFHQWXU\¶VORFDWLRQRIHFRQRPLFDFWLYLW\¶7KLVWUHQGGHPDQGVthat a 
nation invests in human capital in order to have a knowledgeable and high-
skilled workforce, which makes human capital the output of HE. It also 
KLJKOLJKWV WKH HFRQRPLF UROH RI +( DQG WXUQV WKH XQLYHUVLW\ LQWR µD PDMRU
player in the market and in information-EDVHG FDSLWDOLVP¶ 'HODQW\ 
150).   
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1.2 UK HE in the context of globalisation and the knowledge economy 
The UK is no exception to the global context. As one of the most developed 
and leading countries in economy and education in the world, the UK has its 
own competitive advantages in the context of globalisation and the knowledge 
economy. Indeed, the UK is ranked as WKH ZRUOG¶V sixth largest economy, 
second largest in exporting services, and is characterised by its open and 
powerful international trading, high and most recent technology, flexible and 
efficient labour market, innovation and business sophistication, and high-
skilled workforce (World Economic Forum 2011, 2012). However, although 
rising from 12thto 10th and 8th in WKH :RUOG (FRQRPLF )RUXP¶V *OREDO
Competitiveness Index (GCI) rankings in 2011±2012 and 2012±2013 
respectively, the country is still facing many challenges, among them are an 
increase in public debt and a decrease in macroeconomic environment (see 
Table 1.1). 
Table 1.1 The UK's Global Competitiveness Index 2011-2012 and 2012-2013 
rankings 
 
 Rank 2011±2012 
(out of 142) 
Rank 2012±2013 
(out of 144) 
GCI = 5.39 (2011-2012), = 5.45 
(2012-2013) 
10 8 
Labour market efficiency 7 5 
Technological readiness 8 7 
Market size  6 6 
Innovation and sophistication factors  12 9 
Macroeconomic environment 85 110 
General government debt 
 
120 
(77.2% GDP) 
127 
(82.5% GDP) 
 
(World Economic Forum 2011, 2012) 
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In addition, according to the Human Development Report in 2011, with a high 
standard of living in terms of health, education, and income, the UK is in the 
JURXS RI µYHU\ KLJK KXPDQ GHYHORSPHQW¶, ranked 28 out of 187 countries. 
However, although its Human Development Index (HDI) is much higher than 
WKH ZRUOG¶V DYHUDJH, it is still ORZHU WKDQ WKH 2(&'¶V DYHUDJH1 (UNDP 
2011a). These challenges ± increased debt, decreased macroeconomic 
environment, and a lower than expected HDI ± may weaken WKH FRXQWU\¶V
capacities to compete with other giants, like the US or Germany. In order to 
maintain its leading position and competitive advantages, the key strategy of 
the UK government is to have a more knowledgeable and high-skilled 
workforce than previously. As Peter Mandelson, the then UK Secretary of 
State for Business, Innovation and Skills (BIS), stated:  
Skills are a key part of our plan for economic recovery and, as such, an 
XUJHQW FKDOOHQJH 7KLV FRXQWU\¶V IXWXUH FDQ RQO\ EH EXLOW E\ HGXFDWHd, 
enterprising people with the right skills; the skills demanded by modern 
work in a globalised knowledge economy. Skilled people are more 
productive, they are more innovative, and they build stronger businesses.  
(BIS 2009: 2) 
 
The demands to upgrade skills for a knowledge economy have put the 
economic role of HE at the core of the government agenda, marked first by 
the 8.¶V  so-called µDearing Report¶. This Report asserts that 
globalisation is the main effect of British economy and the labour market and 
strongly influences HE (NCIHE 1997). Thus, HE should aim at sustaining a 
learning society in helping students to develop key skills for employability, 
lifelong learning, personal fulfilment, and social contribution (ibid.). It  
                                                          
1
 8.¶+', ZRUOG¶VDYHUDJH DQG2(&'¶VDYHUDJH 2WKHU8.¶V+',
values: life expectancy at birth (years) = 80.2, expected and mean year of schooling =0.815, 
and GNI per capita = 33,296 (UNDP 2011a).  
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emphasises the needs for the four key kills ± communication skills, using ICT, 
numeracy, and learning how to learn ± to become important learning 
outcomes of HE programmes (ibid.).     
 
Peters (2004) undertook an analysis of the Dearing Report and identified three 
interconnected functions of the globalisation of tertiary or HE : (i) the 
knowledge function ± the value of knowledge lies in its utility, (ii) the labour 
function ± HE provides a high-skilled workforce to meet the demands of the 
international labour market and LLL, and (iii) the institutional function ± HE 
institutions should maintain their competitive advantage globally and become 
a good that can be traded (p.73±74). Clearly, these three functions concentrate 
on the economic role of HE. On the other hand, something which Peters 
misses in his analysis is that the Dearing Report shows a genuine concern for 
widening participation and HE as a social good.  
 
Nonetheless, demands from globalisation and the knowledge economy 
strongly influence neoliberal policy priorities in UK HE. The 
commodification or business trend constructed HE as a tradable commodity 
or private good and encouraged the instrumentalisation of HE for 
employability and for contribution to national prosperity and economic 
growth (Stromquist 2002; Walker 2006; Mann 2008). Thus, the educational 
policy agenda are driven by human capital theory, and HE institutions need to 
be more closely connected to businesses, accountable to the public, 
FRPSHWLWLYH ZLWK HDFK RWKHU QDWLRQDOO\ DQG LQWHUQDWLRQDOO\ DQG RIIHU µYDOXH
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IRU PRQH\¶ Walker 2006; Rizvi 2007; Molesworth et al. 2009). This also 
turns the two standards ± how graduates are valued for the job market and 
how WKH\ FRQWULEXWH WR WKH FRPSHWLWLYH DGYDQWDJH RI WKH VWDWH¶V HFRQRP\ ± 
into measurements of HE success (Booth et al. 2009: 929). Driven by these 
neoliberal policies, the UK HE system is governed and informed by quality 
assurance, the National Student Survey (NSS), and the national programme 
specification learning outcomes. From Table 1.2, UK HE can be depicted as 
having: 
 DKLJKUDWHRIVWXGHQWV¶FRXUVHVDWLVIDFWLRQ; 
 excellence in research with the number of global top ranking 
universities only coming after the US; 
 DKLJKSURSRUWLRQRILQWHUQDWLRQDOVWXGHQWV¶HQUROPHQW; and 
 a significant contribution to economic development in the UK and the 
region. 
(BIS 2011a; HEFCE 2011) 
 
Table 1.2  Some characteristics of UK HE 
Tertiary education enrolment              57.4% (GCI = 36) 
Availability of research and training 
services 
GCI = 7 
Research excellence  Ranked 2nd globally 
6WXGHQWV¶FRXUVHVDWLVIDFWLRQ± NSS survey 
2010  
82% 
:RUOG¶V PDUNHW VKDUH RI LQWHUQDWLRQDO
students 
12% 
Increasing income from knowledge 
exchange activities between HE and other 
sectors  
35% (from £2.28 billion in 
2003±2004 to £3.09 billion 
in 2010±2011) 
Contributing to the UK economy £59 billion in 2007±2008 
 
(BIS 2011a; HEFCE 2011) 
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Yet, by putting too much emphasis on human capital, HE policy at the macro 
level might be said to have neglected social capital. Thus, a number of 
researchers (Delanty 2001; Rowland 2006; McLean 2006; Walker 2006; 
Mann 2008; Booth et al. 2009) call for the inclusion of the social, cultural, 
and ethical, in addition to the economic role of HE. As Booth et al. argue that 
WKHUH DUH µWKUHH YDOLG PXOWLGLPHQVLRQDO goals of a university education: for 
economic wealth and individual prosperity; for individual fulfilment and 
WUDQVIRUPDWLRQ DQG IRU FLWL]HQVKLS LQ D GHPRFUDF\¶   For them, 
university education aims not only at the development of national economy 
and individual earnings, but also at human capability formation for a fair and 
democratic society. Therefore, in UK HE, there is a perceived tension 
between education for a knowledge economy at policy and managerial level 
and education for a broader personal development at the micro level (Mann 
2008; Rowland 2006; Walker 2006). Thus, it is inevitable that one of the 
focuses of these practices is to equip students with skills and capacities for 
employability and national wealth, yet university lecturers are also concerned 
about educating for rich human beings. 
 
HE policy at a macro level to drive a knowledge economy translates into 
policy and practices at a micro level so that teaching, learning, and assessment 
practices in universities are informed by the wider context. Therefore, at the 
institutional level, assessment policy and practices partially emphasise the 
purposes for certification and developing key skills for employability, as 
guided in the Code of Practice by the Quality Assurance Agency (QAA) 
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(QAA 2006). However, another more important emphasis of assessment is to 
inform and improve learning and teaching. Thus, at the micro level, formative 
assessment, especially formative feedback, is encouraged to be used to 
support student learning (Havnes and McDowell 2008). Such focus on 
formative assessment at the institutional level is also highlighted by the 
%XUJHVV *URXS¶s VXJJHVWLRQ WR UHSODFH VXPPDWLYH DVVHVVPHQW ZLWK µD PRUH
sophisticated approach that better represents the outcomes of student learning 
and encourages personal development and understanding the context of 
///¶  (Issues about summative and formative assessment will be 
discussed later in chapter two).   
1.3 HE in Vietnam in the context of globalisation and the knowledge 
economy 
Turning now to the context of Vietnam, a developing country, the flow of the 
ZRUOG¶V WHFKQRORJ\ development, marketisation and globalisation brings 
tremendous growth, changes and challenges. Historically, Vietnam has gone 
through different tragic and challenging stages with continuous wars and 
struggles against foreign invasions2; resisted assimilation and colonisation to 
maintain its national identity; and yet has tried to turn international influences 
and the recent impacts of globalisation and the knowledge economy to its own 
advantages, especially in the economic aspect. Doi moi (Innovation) policies, 
which were presented at the Sixth Congress of the Vietnamese Communist 
                                                          
2Wars and struggles against the Chinese domination and invasions in the feudal time (111BC 
± 1850s), the French colonisation (1850s ±  QLQH \HDUV LQ ZDUV DJDLQVW WKH )UHQFK¶V
return (1945-1954), the Vietnam War between the North and the South under the Saigon 
regime and the American (1954- 1975), the post-war and before Doimoi (innovation) period 
(1975 ± 1986), and the Doimoi period with economic and educational reforms (1986 ± 
present) (Pham and Fry 2004b; Pham 1998). 
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Party in December 1986, have been implemented since then to move the 
Soviet-styled central planning economy towards a market-oriented economy 
with more privatisation and openness to the outside world (Doan 2005; 
Hayden and Lam 2010). This has provided Vietnam with opportunities to 
acquire global knowledge through ICT, develop the economy and enhance 
international trading and cooperation. The country has also carried out 
important economic reforms, such as privatising businesses, removing trade 
barriers, and encouraging foreign investment, which, together with 2007 
WTO participation, have paved the way to poverty reduction and better 
integration into the global economy (Hayden and Lam 2010). 
 
These efforts resulted in rapid economic development and competitive 
strengths, including significant increases of 227% in Gross National Income 
(GNI) per capita from 1990 to 20103 (UNDP 2011b), a moderately efficient 
labour market and large market size, especially in export (World Economic 
Forum 2011, 2012). However, Vietnam is also facing many challenges. 
Among them are high rates of inflation and a serious decrease of macro-
economic environment, as well as low quality of infrastructure, which partly 
caused the GCI in 2012±2013 to drop 16 places compared to 2010±2011 (see 
Table 1.3).   
                                                          
3
 from $855 to $2,805 in this period (UNDP 2011b: 2).  
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In the Human Development Report 2011, although Vietnam is categorised as 
a medium human development country and its HDI value has increased 37% 
from 1990 to 2011, such improvement has been mainly driven by economic 
growth and there exists a considerable gap in standards of living between rich 
and poor provinces4 (UNDP 2011b: 2). Also, the HDI and values in income 
and education are still lower than other countries in the region, such as 
Thailand and The Philippines, and below the medium HDI and in East Asia 
and the Pacific (see Table 1.4). This may weaken WKHFRXQWU\¶VFRPSHWLWLYH
strengths. Significantly, its fast economic growth is mainly based on low-
skilled labour and exploiting natural resources (Harman et al. 2010), which 
makes it difficult for sustainable development. Therefore, Vietnam needs to 
improve its educational system, especially HE, and have a higher-skilled 
workforce to meet the demands of globalisation and the knowledge economy 
and to sustain the FRXQWU\¶Vdevelopment in the long term.  
                                                          
4e.g. HDI = 0.805 in Ba Ria ± Vung Tau and 0.538 in Lai Chau in 2008 (UNDP 
2011b: 2) 
Table 1.3 Vietnam's Global Competitiveness Index 2011-2012 and 2012-2013 
rankings 
 Rank (out of 142) 
in 2011 ± 2012 
Rank (out of 144) 
in 2012±2013 
GCI = 4.2 (2011-2012);  
GCI = 4.11 (2012±2013) 
65 75 
Labour market efficiency 46 51 
Market size 33 32 
Macroeconomic environment   65 106 
Inflation  124 141 
Quality of overall infrastructure 123 119 
 
(World Economic Forum 2011, 2012) 
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Indeed, Vietnamese HE has been open to internationalisation and to some 
extent has managed to turn influences from abroad to its own advantages. Due 
to its historical context, the system can be characterised as being strongly 
influenced internationally by the Chinese, French, American, Russian 
perspectives and practices and recently by globalisation and the knowledge 
economy. Vietnam has strategically borrowed and transferred educational 
models, policies and practices from other countries in an attempt to improve 
its HE. However, Vietnamese HE tends to be left behind by other countries in 
the region, such as Thailand and the Philippines, in enrolment and availability 
of research and training services, though its quality seems acceptable (see 
Table 1.5).  
Table 1.4 Vietnam's HDI indicators for 2011 compared with other countries 
 HDI 
value  
HDI rank Mean years 
of schooling 
GNI per 
capita 
(PPP USD) 
Vietnam 
 
0.593 128 5.5 2,805 
Thailand 
 
0.682 103 6.6 7,694 
Philippines 
 
0.644 112 8.9 3,478 
East Asia and the Pacific 
 
0.671 - 7.2 6,466 
Medium HDI 
 
0.630 - 6.3 5,276 
 
(UNDP 2011a: 3) 
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Recent changes in the socio-economic context under the impacts of 
globalisation and internationalisation lead to innovations in the Vietnamese 
HE system: diversity in forms of institutions ± (e.g. public, private, semi-
public and open universities, community colleges); the establishment of the 
accreditation system for HE; the implementation of the credit system for more 
flexibility in student learning LPSURYLQJ XQLYHUVLW\ OHFWXUHUV¶ SURIHVVLRQDO
development by sending them to study overseas; more internationalisation of 
HE through twinning programmes with overseas institutions or foreign 
universities establishing their campuses in Vietnam; and so on (Harman et al. 
2010; Hayden and Lam 2010). Significantly, Vietnam has set key objectives 
for the period 2006 ± 2020 in its Higher Education Reform Agenda (HERA): 
(i) increasing the gross enrolment rate up to 45% and the number of 
qualified teaching staff with doctoral degrees from 15% to 35%; 
Table 1.5 GCI in higher education and training: comparing Vietnam, the 
Philippines, and Thailand 
 
Indicators 
Vietnam The 
Philippines 
Thailand 
Value 
1-7 
Rank 
/142 
Value Rank Value Rank 
Higher education and 
training 
 
3.5 
 
103 4.1 71 4.2 62 
1. Tertiary education 
enrollment,  
gross % 
9.7 110 28.7 75 45.0 54 
2. Quality of the educational 
system 
 
3.7 69 3.8 61 3.6 77 
3. Availability of research and 
training services 
3.1 119 4.2 62 4.1 74 
 
(World Economic Forum 2011) 
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(ii) improving research at universities from 2% to 25%, decentralising the 
HE system; 
(iii) better integrating with global HE by way of a more internationalised 
curriculum, international cooperation and foreign investment in HE; 
and 
(iv) KDYLQJDWOHDVWRQHXQLYHUVLW\LQWKHZRUOG¶VWRSLQ. 
(MOET 2006a) 
 
7KHVHREMHFWLYHV VKRZ9LHWQDP¶VFRPPLWPHQWDQGDVSLUDWLRQ WR LPSURYH LWV
HE system. Yet, the agenda is ambitious and there is still a big gap that needs 
be bridged between aspiration and reality (Marginson 2008; Harman et al. 
2010; Harman and Nguyen 2010). Arguably, at present, as the first steps to 
prepare for achieving these objectives in the HERA in the long run, Vietnam 
may need to do more to solve many problems: more autonomy for universities 
and lecturers; improving the curriculum, teaching, learning, assessment, and 
resources (teaching and learning, financial, and human). 
 
In addition, recent innovations in Vietnamese HE influenced by changes in 
the socio-economic context tend to put more emphasis on changing the 
system and curricula than teaching and learning, and assessment tends to be 
paid the least attention in the innovation process. Thus, the assessment system 
is still traditionally exam-based. Among few current changes in assessment 
policy are WKH 02(7¶V 5HVROXWLRQ  RQ Organising HE Teaching and 
Learning for Regular Students in 2006 and Resolution 43 on HE Training in 
the Credit-based System for Regular Students in 2007. These resolutions 
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make initial move in assessment policies and perspectives from summative 
assessment to formative assessment in encouraging the use of internationally 
borrowed alternative assessment methods as one of the subordinate 
assessment components during the learning process in addition to the 
dominant final exam. However, there are no clear guidelines, examples, or 
professional development (PD) courses for lecturers about what and how 
these methods are employed. Therefore, it may be useful to look at other 
assessment systems in developed countries, like the UK, as examples for 
potential assessment changes in Vietnamese HE. 
 
To sum up, I have mapped out some key features of the UK and Vietnamese 
HE systems in the context of globalisation and the knowledge economy and 
how contexts influence changes in HE, especially in assessment. In the next 
section, I will briefly describe the two universities ± the MU, UK and the 
HCMU, Vietnam and two selected departments there ± English and Sociology 
± as the research sites.  
1.4 Description of the two universities 
The selection of these two universities and departments was based on 
accessibility and some essential common features as follows:  
 Quality and internationalisation trends: Both universities have good 
reputations and put a strong emphasis on internationalisation. The MU 
is one of the highly-ranked, internationalised, and research-based 
universities with campuses both in the UK and overseas. Similarly, the 
HCMU is one of the most prestigious universities in Vietnam in the 
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process of change for better integration into international HE by way 
of more focus on research and internationalisation. With reference to 
the selected departments, as stated on their websites, Sociology and 
English are among the most highly-ranked and innovative in both 
universities. For example, at MU, recent changes have been made at 
these departments to improve feedback and assessment standards and 
criteria. At HCMU, the Sociology and English departments were 
among seven departments in the University selected as examples to 
self-evaluate their undergraduate programmes with ASEAN 
University Network for Quality Assurance (AUN-QA) standards in 
2008 in order to develop the internationalised curriculum based on 
these standards (HCMU 2010)5.  
 Similarities in subject disciplines: The Sociology and English 
departments of both universities share more similar undergraduate 
programmes and common subjects in their curriculum than other 
departments. Other similar subject disciplines, such as Education or 
Geography, might not become good comparators due to more 
differences in their programmes.  
 Accessibility: Sociology and English are the two departments I could 
gain access for the research. Other departments might also have been 
good comparators; yet getting access to them was problematic. For 
example, History was previously one of the choices due to similar 
undergraduate programmes; however, I was rejected by this 
                                                          
5
 Other departments include: Vietnamese Literature, Anthropology, Oriental Studies, History, 
and International Relations, selected out of 18 departments at HCMU (HCMU 2010) 
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department at MU. Also, the +&08¶V Vietnamese Linguistics and 
Literature department might have been a good comparator to WKH08¶V
English department because both offer Linguistics and Literature 
courses in their mother tongues. Nonetheless, it was much more 
difficult to gain access WR WKH +&08¶V 9LHWQDPHVH /LQJXLVWLFV DQG
Literature department because I did not have any contacts there. Thus, 
the +&08¶V (QJOLVK /LQJXLVWLFV DQG /LWHUDWXUH ZDV FKRVHQ, and 
potential limitations of that choice could be the differences in the 
nature of English in the two countries. That is, English is the mother 
tongue in the UK case but in the Vietnamese case, although this 
degree is taught in English, English is still a foreign language. 
7KHUHIRUH LQ WHUPV RI QDWLYH ODQJXDJHV WKH +&08¶V 9LHWQDPHVH
Linguistics and Literature department could be comparable to the 
08¶V English department. However, apart from accessibility, other 
above-mentioned common features of the English departments at the 
two universities, such as high quality, the emphasis on 
internationalisation trends, and similar subjects in their curriculum, 
might be the strengths to help reduce these limitations.       
For these reasons, the MU and HCMU and the Sociology and English 
departments  were chosen  for the research, and they will be characterised in 
the  following sub-sections.     
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1.4.1 The MU ± UK 
 
Established in 1881 as the first civic college in the area, the MU is now a 
large university, including five faculties ± Arts, Engineering, Medicine and 
Health Sciences, Science, and Social Sciences ± with 52 departments, 2,950 
academic and research staff, and 23,980 undergraduates out of 32,999 
students at its UK-based campus in the academic year 2010-2011 (MU 
2010a). It was in the top ten in the UK and top 75 in the world by the QS 
World University Rankings for its excellence and innovation in teaching and 
research (MU 2011). With commitment to better VWXGHQWV¶ OHDUQLQJ
experience, the University gained the highest student satisfaction in its history 
with the overall score of 87% in the NSS 2010 survey (rank 30th), rising 12 
places compared to 2009 (42nd), especially with more improvement in 
assessment and feedback and academic support, the two aspects that were 
ranked the lowest in the 2009 NSS survey (MU 2011). In terms of research, 
the MU was in the top 10 in the UK by the Research Assessment Exercise ± 
 LQWHUQDWLRQDO TXDOLW\ DQG  µZRUOG-OHDGLQJ¶ UHVHDUFK LQ  As 
stated in its strategic plan 2010 ± 2015, the University will carry out a mission 
as: 
providing a truly international education, inspiring our students, producing 
world-OHDGLQJ UHVHDUFK DQG EHQH¿WLQJ WKH FRPPXQLWLHV DURXQG RXU
campuses. Our purpose is to improve life for individuals and societies 
worldwide. By bold innovation and excellence in all that we do, we make 
both knowledge and discoveries matter. 
(MU 2010a:5) 
 
 
In doing so, the University pledges to maintain its excellent education and 
research and to be committed to providing the highest teaching and learning 
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standards and outcomes and better VWXGHQWV¶ learning experience. It also 
claims to put internationalisation at the core by increasing student numbers in 
its campuses overseas and international students in the UK-based campus; by 
creating more partnerships in international teaching and research, and by 
encouraging student outward mobility by studying abroad.  
 
The departments selected for the MU case study are English Studies and 
Sociology and Social Policy.  Table 1.6 provides brief information about these 
departments, and more details can be found in chapters five and six.  
 
Table 1.6 Brief information about the two selected departments of the MU 
 English studies Sociology and Social 
Policy 
Established in 1881 1948 
Number of teaching staff 42 39 
Number of final year 
students 
240 117 
 
BA programmes 
English; English 
Language and 
Literature; English with 
Creative Writing; 
Viking studies; and 
English Joint honours. 
Sociology; Social 
Policy; Sociology and 
Social Policy; Cultural 
Sociology; Film and 
Television studies and 
Cultural Sociology; and 
Social Work and Social 
Policy. 
Programme  
Structures: 
 
-Three 
years. 
 
-Modular 
system with 
360 credits 
(120 
credits/year).  
 
 
Year 1 
(students 
must pass) 
Five core modules = 
100 credits. 
Elective modules = 20 
credits 
Five core modules = 100 
credits. 
Elective modules = 20 
credits. 
Year 2 
(50% of the 
final degree 
classification) 
Four core modules = 80  
credits 
Elective modules = 40 
credits 
Four core modules = 80 
credits. 
Elective modules = 40 
credits. 
Year 3 
(50% of the 
final degree 
classification) 
Six final year elective 
modules (20 
credits/each); or  five 
final year elective 
modules + a 
dissertation (20 credits) 
Dissertation = 40 credits 
Elective modules = 80 
credits. 
 (MU¶V(QJOLVK'HSDUWPHQW 2010D08¶V6RFLRORJ\'HSDUWPHQWD) 
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1.4.2 The HCMU ± Vietnam  
 
The HCMU was established in 1955 with 18 departments, 507 teaching staff, 
467 visiting lecturers, and 19,708 undergraduates (in which there are 9,202 
regular6 students) out of approximately 31,000 students. It is one of the largest 
universities in Vietnam with a mission:   
[T]o become one of the leading teaching and research universities in social 
sciences and humanities in Vietnam, provide high quality educational and 
social science services for the national economy, and contribute to develop 
the Vietnamese culture to become advanced and rich in national identity. 
 
(HCMU 2010: 1) 
 
This mission shows an emphasis on research, aiming to become a research 
university in the future, which departs from the tradition of Vietnamese 
universities that only focus on teaching and leave research for research 
institutions operating independently from universities. In order to carry out its 
mission and the policies issued by the MOET, the HCMU has recently 
implemented important changes. These include: transforming a year-based 
into a credit-based system to bring about more flexibility and transferability; 
establishing a Self-evaluation Board and starting to self-evaluate 
undergraduate programmes according to the standards set by ASEAN 
University Network for Quality Assurance (AUN-QA) in 2008; and launching 
more twin programmes with other foreign universities, courses on Vietnamese 
language and culture for foreign students, student exchanges, and sending 
lecturers to study overseas. Changes in teaching methods are also encouraged, 
especially using IT in teaching, group discussions, and group presentations 
                                                          
6
 There are some forms of education for undergraduates in Vietnamese HE, mainly regular 
students  who take a highly competitive university entrance examination and study full time 
DQGµLQ-service training¶VWXGHQWVZKRWDNHDQRWKHUOHVVFRPSHWLWLYHHQWUDQFHH[DPDQGVWXG\
at night.  
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together with lectures, and occasional professional development courses for 
lecturers. In addition, since the second semester of the academic year 2007±
2008, courses taught by young lecturers have been occasionally attended by 
other experienced staff in the departments to give feedback later on how to 
improve their teaching, and all courses are also evaluated by the students to 
get their opinions as one of the sources to adjust the curriculum, teaching and 
assessment (HCMU 2011). These innovative efforts aim at improving the 
teaching and learning quality, better integrating into the regional and 
international HE, and increasing internationalisation, which are the objectives 
of the 8QLYHUVLW\¶V-2015 strategic plan (HCMU 2011).  
 
At HCMU, departments of Sociology and English Linguistics and Literature 
were selected for the case study with brief information shown in Table 1.7. 
More details about them can be found in chapters seven and eight.  
26 
 
 
In brief, this section has described main features of the MU ± an established 
LQWHUQDWLRQDOµZRUOG-FODVV¶XQLYHUVLW\ZLWKDUHSXWDWLRQIRUH[FHOOHQWWHDFKLQJ
and research; and the HCMU ± a university in the process of reconstruction 
and innovation to improve its teaching and learning quality. It has also 
provided brief information about the two departments selected for the case 
study. The following sections will explain the rationale for the research, aims 
of the study and will outline the research questions. 
1.5 Rationale for the research 
Working as a lecturer in Education at a university in Vietnam, I wish to 
contribute to the process of innovation in Vietnamese HE, especially in the 
field of assessment. As assessment plays the central role in shaping how 
Table 1.7 Brief information about the two selected departments of the HCMU 
 English Linguistics and 
Literature 
Sociology 
Established in 1955 1995 
Number of teaching staff 44  20 
Number of final year students 253 182 
BA programmes 
 
Linguistics and 
Language Teaching; 
Culture and Literature; 
and Translation and 
interpretation. 
Sociology 
Programme 
Structures:  
4 years. 
Credit-based 
system.  
Total: 140 
credits.  
General 
Education 
(Semester 1±3) 
52 credits (Vietnamese 
general core = 20, 
English general core = 
28, elective = 4).  
40 credits 
(General core = 
14, Sociology 
general core = 14,   
elective = 12). 
Specialisation 
(Semester 4±8) 
88 credits (Core= 60, 
dissertation or 
graduation exam = 10, 
elective = 18). 
100 credits (Core 
= 70, dissertation 
or graduation 
exam = 10, 
elective = 20). 
 
+&08¶V(QJOLVK'HSDUWPHQWD+&08¶V6RFLRORJ\Department 2010a) 
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students learn and informing teachers and students about teaching and 
learning, I believe that improving assessment may lead to improving teaching 
and learning. However, as above-mentioned, assessment in Vietnamese HE is 
still dominated by the summative, exam-based system and the utilisation of 
marks to inform learning. This, to some extent, may help students improve 
their learning, yet may not be sufficient to equip them with other necessary 
skills and capacities for life after university, such as team work, oral 
FRPPXQLFDWLRQ WKHFDSDFLW\ WR MXGJHRWKHUV¶ZRUNVDQGVRRQ. In addition, 
WKH ODXQFK RI 02(7¶V 5HVROXWLRQV  DQG  HQFRXUDJLQJ WKH XVH RI
borrowed alternative assessment methods without guidelines can cause 
confusion and difficulties for lecturers. Thus, lecturers might not apply these 
methods or just use them based on their own experience. Significantly, there 
is a lack of research on assessment in Vietnam, especially on the 
implementation of internationally borrowed alternative assessment methods 
and how effective it can be. This poses more challenges to lecturers in the 
implementation process. 
 
Therefore, I decided to do this comparative case study between Sociology and 
English undergraduate programmes at the HCMU ± Vietnam and the MU ± 
UK because I believe that the marriage of traditional assessment with 
strategies borrowed from Western assessment perspectives, policies, and 
practices may help reform the assessment regime in Vietnamese HE and 
encourage changes in assessment that  support students¶ present and future 
learning; and because I recognise the need for guidelines and examples of 
how these perspectives, policies and practices can be utilised in different 
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national contexts. Since the MU is one of the high-quality and top ranking 
universities in the UK, I believed that, with its outstanding programmes as 
well as good assessment policies and practices, the MU would offer good 
examples for the HCMU to improve student assessment, which may lead to 
improved curriculum, teaching, and learning in Vietnamese universities.   
 
In addition, when reading about assessment, I encountered David %RXG¶V
FRQFHSWRIµVXVWDLQDEOHDVVHVVPHQW¶RUµDVVHVVPHQWIRUORQJHUWHUPOHDUQLQJ¶
which refers to assessment not only for certification but also for supporting 
learning at university and LLL (Boud 2000). I decided that his framework of 
sustainable assessment with four main conceptual features ± (i) µbeing 
sustainable¶, (ii) µdeveloping informed judgement¶, (iii) µconstructing 
reflexive learners¶, and (iv)  µforming the becoming practitioner¶s ± and eight 
key elements for practice ± µengaging students, integrative activities, 
authentic activities, students designing assessment, learning and judgement, 
modelling and practice, working with peers, and giving and receiving 
feedback¶ ± (Boud 2009b, 2010a, c) might be useful for assessment policy and 
practices in the two cases. Therefore, a part of my aims in this research is to 
look at how useful it was. 
1.6 Aims of the study 
This study therefore has three main aims: 
(i) to investigate and explain the similarities and differences in 
assessment policy, philosophy and practices in relation to student 
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learning, desirable graduate outcomes and LLL in these two 
departments of the two universities, thereby  
(ii) to contribute to assessment development at the UK university and 
help reshape traditional assessment policies, philosophy and 
practices at the university in Vietnam. 
(iii) tRHYDOXDWHKRZXVHIXO%RXG¶VIUDPHZRUNis for assessment in the 
UK and Vietnamese cases. 
1.7 Research questions 
There were five questions that guided the research: 
1. What are the features of current assessment policies at the level of the 
University and in Social Science and Humanities undergraduate 
programmes under conditions of globalisation and internationalised 
HE at the MU ± UK and the HCMU ± Vietnam in respect of 
(i) student learning 
(ii) assessment and desirable graduate outcomes 
(iii) assessment and lifelong learning. 
2. What are the assessment philosophies and practices of lecturers in 
selected Social Science and Humanities departments of the MU and 
the HCMU in relation to 
(i) student learning 
(ii) desirable graduate outcomes 
(iii) lifelong learning. 
3. What are student experiences of assessment at selected departments of 
the two universities? In what way (if at all) has assessment developed 
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them as lifelong learners?   
4. How do we explain the similarities and differences of these 
assessment policies, philosophies and practices, and the impact and 
effect for student learning? Which conceptual framework provides 
robust explanatory power?  
5. ,QOLJKWRIWKHVHVLPLODULWLHVDQGGLIIHUHQFHVWRZKDWH[WHQWLV%RXG¶V
framework of sustainable assessment useful theoretically and 
operationally for the two case study contexts, and as a guide to 
improving practices? 
1.8 Summary of the chapters 
This thesis has ten chapters, including this introduction. Chapter Two reviews 
the literatures on student assessment in HE, with the focus on formative 
assessment, and three key aspects of formative assessment that foster 
VWXGHQWV¶ OHDUQLQJ IHHGEack, self-assessment and peer assessment. The main 
argument in this chapter is that most contemporary assessment research in HE 
centres on assessment to improve immediate learning at the university and 
thus, there is still little space for assessment to prepare students for learning in 
the longer term after graduation.  
 
Chapter Three provides theoretical perspectives on student learning, graduate 
outcomes and LLL, as well as establishing the conceptual framework of 
%RXG¶VIUDPHZRUNRI6XVWDLQDEOH$VVHVVPHQt or assessment for LLL to argue 
for a more expansive model of LLL instead of the human capital model and 
for assessment that not only supports immediate learning but also LLL. 
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Chapter Four is a critical narrative of my research journey, which was 
challenging yet interesting and rewarding in which the following issues are 
discussed, justified and critiqued: epistemology and theoretical perspective, 
comparative research, positionality of the researcher, methodology and 
methods, as well as the data collection and analysis process. 
 
Chapters Five and Six detail the findings from the MU case based on the data 
collected from the semi-structured interviews of 11 senior managers and 
teaching staff, two final year student focus groups, and policy document 
analysis. Chapter Five describes and explains some distinctive features of 
assessment in the two selected departments of the MU, including the 
assessment methods in the two departments, features of the marking process, 
including mark moderation and double marking, marking criteria and 
guidelines, and how they help improve student learning. It also identifies key 
constraints that may hinder alternative assessment, as well as issues about 
professional development. Chapter Six looks at the extent that the five 
HOHPHQWVRI%RXG¶V:HVWHUQ-generated framework ± (i) engaging students and 
working with peers, (ii) integrative and authentic activities, (iii) learning and 
judgement, (iv) modelling and practice, and (v) giving and receiving feedback 
± can be found in the assessment practices of the English and Sociology 
departments in MU, especially through the alternative assessment methods 
applied by the interviewed lecturers in their own courses. The idea is to judge 
to what extent assessment at these two departments prepares students for 
LLL.  
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Chapters Seven and Eight present the findings from the Vietnamese case 
based on the data collected from the semi-structured interviews of 11 senior 
PDQDJHUVDQGWHDFKLQJVWDIIWZRVWXGHQWV¶IRFXVJURXSVDQGDQDFWLRQ-based 
peer feedback intervention, and  document analysis. Chapter Seven describes 
and explains some distinctive features of assessment in the two selected 
departments of the HCMU and the findings from the peer feedback 
intervention at the English Department. Chapter Eight explores similar issues 
for the Vietnamese case as for the UK case on operationalising %RXG¶V
framework. 
 
Chapter Nine compares and contrasts the two cases in terms of their key 
DVVHVVPHQWIHDWXUHVDQGWKHRSHUDWLRQDOLVHGHOHPHQWVRI%RXG¶VIUDPework, as 
well as looking at them through the lens of the four main theoretical features 
RI %RXG¶V IUDPHZRUN ± (i) being sustainable, (ii) developing informed 
judgement, (iii) constructing reflexive learners, and (iv) forming the becoming 
practitioner in order to judge to what extent assessment at these two 
departments prepares students for LLL. It also provides the explanations of 
these similarities and differences on the bases of the economic, socio-cultural 
and HE contexts of the two cases, as well as evaluates and reframes %RXG¶V
framework theoretically and operationally for the two contexts and as a guide 
to improving practices.  
 
Finally, Chapter Ten is a short conclusion that sums up all the main points and 
arguments of the thesis, suggests implications for policy and practice, and 
identifies the contributions of the study and further research. 
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1.9 Conclusion 
This chapter has introduced the background to the research which features 
globalisation and the knowledge economy. It has explored how context 
influences and helps form characteristics of both the UK and Vietnamese HE, 
especially assessment policy and practice, in different ways. The UK HE 
teaching, learning, and assessment are shaped by neoliberal policy 
highlighting education for employability and economic development at the 
PDFUROHYHODQGE\OHFWXUHUV¶emphasising education for rich human beings at 
the micro level with a focus on formative assessment and feedback.  
Meanwhile, the Vietnamese HE teaching, learning, and assessment are driven 
by a traditional exam-based system in the process of reform with international 
borrowed assessment methods. The two universities ± the MU, UK and the 
HCMU, Vietnam, as well as the two selected departments ± Sociology and 
English, have been briefly described as the research sites. The chapter has 
explained the rationale for the research with an emphasis on the central role of 
assessment in teaching and learning and the needs for looking at assessment 
in the two systems comparatively with the hope that the research findings will 
help change assessment in Vietnamese HE. The aims and questions of the 
study and a summary of the chapters in the thesis have also been provided. 
The next chapter will review the literatures on assessment in HE.    
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2 Chapter two: Reviewing the Literatures on student assessment 
 
2.1 Introduction 
This chapter reviews theoretical works and empirical research on assessment. 
It first discusses the need for change and reconceptualisation of assessment 
from assessment of learning (summative assessment) to assessment for 
learning (formative assessment). It then focuses on exploring the roles and 
features of feedback and empirical research on innovating feedback to 
improve student learning, as well as self-assessment and peer assessment. 
Based on the literatures review, I suggest that most contemporary assessment 
research in HE centres on assessment to improve learning at the university 
with little consideration for assessment to prepare students for LLL.  
2.2 Assessment: the need for change 
Assessment has tremendous impacts on student learning. Boud (1995: 35) has 
highlighted the significant role of assessment and put it above teaching: 
µ6WXGHQWVFDQZLWKGLIILFXOW\HVFDSHIURPWKHHIIHFWVRISRRUWHDFKLQJ WKH\
cannot (by definition, if they want to graduate) escape from the effects of poor 
assessment.¶ In fact, assessment is perceived to be at the core of the student 
learning experience: arguably LW GHFLGHV VWXGHQWV¶ OHDUQLQJ PRWLYDWLRQV
priorities, approaches and strategies more than the teaching and curriculum do 
(Maclellan 2004; Gibbs 2006; Boud 2007). As Ramsden (1992: 187) posits: 
µ)URP RXU VWXGHQWV¶ SRLQW RI YLHZ DVVHVVPHQW DOZD\V GHILQHV WKH DFWXDO
FXUULFXOXP¶,QRWKHUZRUGVDVVHVVPHQWKDVDµEDFNZDVK¶ HIIHFWVRQVWXGHQWV¶
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learning because their choices of what and how to learn are based on what and 
how they are assessed (Murphy 2006; Biggs and Tang 2007). To put it briefly, 
assessment plays the key role in shaping student learning because ill-advised 
assessment can spoil the beneficial effects of good teaching. 
 
Although assessment plays a central UROH LQ VWXGHQW OHDUQLQJ LW LV VWLOO µ³WKH
$FKLOOHV´KHHORITXDOLW\¶.QLJKW7KLVPHWDSKRULVFOHDUO\SURYHQ
by the results of the UK National Student Survey in 2006- VWXGHQWV¶
satisfaction with formative assessment practices, especially feedback, was at 
WKH ORZHVW OHYHO 1LFRO  3ULFH  $V VWXGHQWV¶ OHDUQLQJ LV GLUHFWO\
influenced by assessment, in order to improve learning, there should be 
innovations in assessment. However, I need first to consider how has 
assessment been changed, researched, and debated as shown in the literatures. 
The next section will explore this question with a focus on the distinction 
between formative and summative assessment. 
2.3  Formative assessment versus summative assessment 
For the UK Quality Assurance Agency (QAA) (2006), assessment in HE 
refers to µany process appraising an individual¶V NQRZOHGJH XQGHUVWDQGLQJ
abilities, or skills¶ and is used for various purposes: supporting student 
learning through feedback,  appraising VWXGHQWV¶ µknowledge, understanding, 
abilities RUVNLOOV¶, as well as grading and FHUWLI\LQJVWXGHQWV¶DFKLHYHPHQW (p. 
4). Thus, there seems to be two main purposes of assessment: µassessment of 
learning¶ (summative assessment) and µassessment for learning¶ (formative 
assessment).  For Wiliam (2009)WKHWHUPVµDVVHVVPHQWof learning¶DQG 
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µDVVHVVPHQW for OHDUQLQJ¶ UHIHU WR WKH SXUSRVHs, whereas µVXPPDWLYH
DVVHVVPHQW¶DQGµIRUPDWLYHDVVHVVPHQW¶are about its functions. 
 
Summative assessment is perceived as rooted LQ D µWHVWLQJ FXOWXUH¶ (Havnes 
and McDowell 2008) with examinations as the dominant discourse of 
assessment. According to Havnes and McDowell (2008), examinations began 
in Europe in the late 18th century for gaining access to professions, 
government and universities.  In the UK, exams started as a limitation to entry 
to the professions (for example, medicine, law, and accounting) in the early 
19th century as entrance exams to British universities in the mid-19th century, 
and were used in the school system from the early 20th century. Thus, 
assessment has been traditionally used for a selective purpose and ranking the 
VWXGHQWVPDNLQJµDVVHVVPHQWDVPHDVXUHPHQW¶WKHILUVWDVVHVVPHQWSDUDGLJP
(Serafini 2000; Havnes and McDowell  µ$VVHVVPHQWDVPHDVXUHPHQW¶
LV SRVLWHG WR EH EDVHG RQ µEHKDYLRXULVWLF WKHRULHV RI OHDUQLQJ¶ LQ ZKLFK
assessment is used to measure scientifically VWXGHQWV¶DELOLW\DQGDFKLHYHPHQW
against norms rather than criteria (Serafini 2000; Shepard 2000). This 
paradigm is characterised by Falchikov as µQRUP-referenced standardized 
testing where objectivity, standardisation and reliability take priority over 
RWKHUFRQFHUQVLQFOXGLQJWHDFKHUDQGVWXGHQWLQYROYHPHQW¶2005: 60).  
 
Originated from VXFK D µtesting culture¶ it is argued that summative 
assessment strongly influences student learning in that students tend to 
consider grade point average as their main learning goal (Boud 2007; Kvale 
2007). This might result in learning being reduced to achieving good grades, 
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and students might practise strategies to do their tests or exams better, rather 
than intending to acquire knowledge and understanding. Significantly, Boud 
(2007: 17) points out that in summative assessment, learners may be turned 
inWR µSDVVLYH VXEMHFWV¶ IRU RWKHUV WR PHDVXUH DQG FODVVLI\ 6XPPDWLYH
assessment is also criticised for its decontextualisation and separation from, 
rather than continuity and integration into, the teaching and learning process 
(Maclellan 2004; Biggs and Tang 2007).  
 
However, it is argued that to some extent summative assessment may be 
helpful for student learning and development. For Black and Wiliam (2009), 
summative assessment obtains SURRI RI VWXGHQWV¶ DFKLHYHPHQWs and when 
suitably used, can bring about useful feedback for future learning, and as such 
LWFRPPXQLFDWHVµFULWHULDIRUVXFFHVV¶SAlso, summative assessment has 
been considered as an important quantitative and statistical tool to provide 
students with scores and qualification, as well as assure quality and 
accountability for the universities. There appears to be some good reasons 
then why summative assessment still seems to be dominant in many 
universities in spite of its limitations. Although changes have been made, 
including more alternative assessment methods and formative feedback to 
foster student learning, there still exists an unbalanced relationship and a 
tension between summative and formative assessment (Hounsell et al. 2007; 
Yorke 2007). According to Hounsell et al. (2007), there is still much 
concentration on summative grading and certification RI VWXGHQWV¶
performances and insufficient attention for formative feedback; consequently, 
assessment fails to foster student learning as much as it might do. For Yorke 
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(2007), the tension between summative assessment and formative assessment 
is of two connected types: firstly, several assessments are both formative and 
VXPPDWLYH DQG VHFRQGO\ VWXGHQWV IRFXV RQ µVXPPDWLYH JUDGH¶ DQG WKXV
QHJOHFWµWKHIRUPDWLYHIHHGEDFN¶S 
 
Therefore, researchers call for assessment innovation, keeping more balance 
and interconnection between summative and formative assessment, 
implementing more changes in policies and practices of formative assessment, 
especially on feedback and self-assessment and peer assessment, in order to 
enhance learning in HE (e.g. Black and Wiliam 1998, 2009; Hounsell et al. 
2007; Hounsell 2009; Nicol 2009, 2010; Price et al. 2010). These issues will 
be discussed in the next section of this chapter. 
2.4 Formative assessment: theoretical perspectives and empirical 
research 
An extensive meta-review of over 250 studies of formative assessment in 
classroom practices by Black and Wiliam (1998) identifies key issues for 
assessment that supports learning: (i) students need to compare and close the 
gap between their actual progress and achievement and required criteria and 
standards; (ii) teachers should believe that all students will be successful and 
treat students in that way, and students need to be confident in their own 
abilities to learn and achieve their learning goals; (iii) feedback plays the 
central role in formative assessment and is beneficial when it is given without 
JUDGHFRPSDUHVVWXGHQWV¶SHUIRUPDQFHZLWKVWDQGDUGVDQGis used to improve  
learning; (iv) more emphasis should be put on self-assessment and peer 
39 
 
assessment; (v) for formative assessment to be effectively used, teachers need 
to change their mindset about teaching and classroom practices.   
 
However, as Black and Wiliam (2009: 5) point out, this meta-review still 
lacks µDWKHRUHWLFDOEDVH¶ which has been gradually built on their later works, 
such as Black and Wiliam (2006, 2009) and Wiliam (2009). Wiliam defines 
assessment for learning as: 
[A]ny assessment for which the first priority in its design and practice is to 
VHUYH WKH SXUSRVH RI SURPRWLQJ SXSLOV¶ OHDUQLQJ ,W WKXV GLIIHUV IURP
assessment designed primarily to serve the purposes of accountability, or of 
ranking, or of certifying competence. An assessment activity can help 
learning if it provides information to be used as feedback, by teachers, and 
by their pupils, in assessing themselves and each other, to modify the 
teaching and learning activities in which they engaged. Such assessment 
bHFRPHV µIRUPDWLYH DVVHVVPHQW¶ ZKHQ WKH HYLGHQFH LV XVHG WR DGDSW WKH
teaching work to meet learning needs. 
(2009: 8)        
 
On these bases, Black and Wiliam (2009) are able to introduce a framework 
of formative assessment including five main tactics: (i) clear learning goals 
and criteria; (ii) encouraging communication and interaction in the classroom; 
(iii) JLYLQJ IHHGEDFN WKDW DLPV DW JXLGLQJ DQG LPSURYLQJ VWXGHQWV¶ IXWXUH
performance instead of informing faults in their past performance; (iv) 
developing VWXGHQWV¶ ability to be self-regulated learners who can take 
ownership of their learning; and (v) encouraging students to work 
collaboratively, support, and learn from each other through different 
cooperative learning activities and peer assessment.  
 
From the definition and these main tactics of formative assessment, it is clear 
that feedback is at the core of formative assessment and that self-assessment 
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and peer assessment also play an important role in promoting student 
learning. The definition, features, role, theoretical views and research on 
innovating feedback will be discussed in the next sub-sections. 
 
2.4.1 Feedback 
 
According to Price et al., feedback is generally used without a clear definition 
of its meaning and LQFOXGHV ILYH PDLQ UROHV µcorrection, reinforcement, 
forensic diagnosis, bench-marking, and longitudinal development¶ 2010: 
278). For them, µCorrection¶± detecting and correcting things to make them 
right ± and µreinforcement¶ ± using feedback as an incentive to strengthen 
behaviours ± are considered as restricted roles of feedback because they fail to 
capture complex and multi-faceted performances demanded by HE 
assessment (ibid.). Therefore, in addition to correcting errors, the other three 
roles are emphasised: LGHQWLI\LQJ SUREOHPV RI D VWXGHQW¶V SHUIRUPDQFH
finding out the gap between present performance and standards, and looking 
forward to improving future performances (ibid.). Similarly, Nicol and 
Macfarlane-Dick identify seven principles for good feedback practice: 
1. facilitates the development of self-assessment (reflection) in learning 
2. encourages teacher and peer dialogue around learning 
3. helps clarify what good performance is 
4. provides opportunities to close the gap between current and desired 
performance 
5. delivers high quality information to students about their learning 
6. encourages positive motivational beliefs and self-esteem 
7. provides information to teacher that can used to help shape the 
teaching.  
 
(2006: 108) 
 
From these seven principles, it is clear that good feedback must aim at 
constructing self-regulated and forward-looking learners, as well as 
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encouraging teacher-student and peer communication; thus good feedback 
helps develop both learning and teaching. Both Price et al. (2010) and Nicol 
and Macfarlane-Dick (2006) emphasise feedback as future orientation or 
µIHHG-IRUZDUG¶WKDWLVSURYLGLQJJXLGDQFHWRLPSURYHVWXGHQWV¶SHUIRUPDQFH
in the long term. Therefore, formative feedback is considered as the decisive 
IDFWRURIVWXGHQWV¶OHDUQLQJSURJUess. 
 
In spite of the benefits that feedback brings to student learning, there has been 
growing concern about the problems with feedback practices in HE. 
Especially, students¶ VDWLVIDFWLRQ RI IHHGEDFN has been ranked the lowest 
among the teaching and learning indicators in the National Student Survey 
(NSS) each year since it was carried out (Hounsell 2008; Nicol 2010). 
Hounsell (2008) made similar findings about feedback in the Enhancing 
Teaching and Learning Environment project ± a survey in four divergent 
subject areas at 11 universities funded by Economic and Social Research 
Council (ESRC) ± mostly, students are dissatisfied with feedback. Hounsell 
(2009) identifies 16 problems with feedback, among them are: outdated 
feedback (unable to keep up with new technology); too late and de-motivating 
feedback; students do not understand feedback and do not know how to use it 
effectively; fewer staff ± student interactions than previously; staff are not 
sufficiently trained to give helpful feedback; and, too much emphasis on 
exams and thus less space for feedback. Also, he remarks that the importance 
and position of feedback are not adequately attended to by academic 
departments or faculties (Hounsell 2007).  
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Hounsell calls for integrating feedback into the teaching and learning process 
DQGPDNLQJLWDQµRXWFRPHRI+(¶He also suggests various ways 
of improvement, including: new methods of enhancing feedback (e.g. audio, 
video, online, and so on), more communication with students about feedback, 
µIHHGEDFN-ULFK DVVLJQPHQWV¶ and so on (Hounsell 2009: 31±32). Especially, 
he emphasises reconceptualising feedback WR HQDEOH VWXGHQWV¶ SDUWLFLSDWLRQ
and engagement (ibid.). )URP D µGLDORJLFDO¶ VWDQG 1LFRO  DUJXHV WKDW
WKHHIIHFWLYHQHVVRIZULWWHQIHHGEDFNQHHGVWREHEXLOWRQµGLDORJLFDOFRQWH[WV¶
with teachers and students exchanging ideas about feedback, and on the four 
IHDWXUHVRIµHIIHFWLYHGLDORJXHV¶E\/DXULOODUG7KHVHDUHµadaptive¶± 
depending on VWXGHQWV¶ GHPDQGV µdiscursive¶ ± strong teacher-and-student 
µWZR-ZD\¶FRPPXQLFDWLRQµinteractive¶± FRQQHFWLQJWRµDFWLRQVUHODWHGWRD
WDVNJRDO¶DQG µreflective¶± SURPRWLQJ WHDFKHUV¶DQGVWXGHQWV¶ UHIOHFWLRQRQ
WKH µJRDO-action-IHHGEDFN F\FOH¶ /DXULllard 2002, in Nicol 2010: 503). He 
DOVR VXJJHVWV HQKDQFLQJ GLDORJXHV DPRQJ SHHUV XVLQJ µSHHU FULWLTXLQJ¶ DQG
µFROODERUDWLYHDVVLJQPHQWV¶ZKLFKPD\KHOSWRVKLIWWKHIHHGEDFNPRGHOIURP
µWHDFKHUGHOLYHU\RIIHHGEDFN¶WRµFR-FRQVWUXFWLRQRIIHHGEDFN¶S15). Thus, 
both Hounsell and Nicol highlight the reconceptualisation of feedback with 
VWXGHQWV¶DFWLYHHQJDJHPHQWLQWKHIHHGEDFNSURFHVVGiven the importance of 
feedback to learning and teaching, its problems and the needs for innovation, 
how to improve feedback has become the primary concern of recent 
assessment research. 
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 Research on innovating feedback to improve student learning 
 
According to Higgins (2000:2), it is difficult for the students to achieve 
effective learning from feedback due to their insufficient understanding and 
misinterpretation of feedback comments.  This is also shown in other research 
RQVWXGHQWV¶SHUFHSWLRQVRn feedback. A survey research of 44 students in the 
faculties of Business and Arts Design using both qualitative and quantitative 
methods by Weaver (2006) shows that feedback fails to improve student 
learning when it is negative, unclear or not detailed and unconnected to 
assessment criteria. It was also found from this research that students lacked 
guidance on feedback before entering university: only 25% of these students 
received such guidance. Thus, Weaver suggests that it may be necessary for 
students to be advised on understanding and using feedback before engaging 
ZLWKLWDQGWKDWWXWRUV¶FRPPHQWVVKRXOGEHFDUHIXOO\H[SODLQHG 
 
%DVHGRQ:HDYHU¶VILQGLQJVBurke (2009) H[SORUHGVWXGHQWV¶SHUFHSWLRQVRQ
the guidance of using feedback students received from their teachers at school 
or college with a questionnaire study on 358 students of a School of 
Humanities, Languages, and Social Sciences. From the study, Burke found 
that only 40% of the students received feedback prior to HE, but many of 
them did not clearly understand or receive guidance on using feedback. Burke 
SRLQWHG RXW WKDW WKHUH ZDV D JDS EHWZHHQ WKH VWDII¶V DVVXPSWLRQ DQG WKH
reality: students did not understand and know how to use feedback whereas 
staff assumed that they did. Burke argued that this gap should be closed and 
called for the identification and development of strategies of using tutor 
44 
 
feedback so that students could use it more effectively to improve their 
learning.  
 
6LPLODUO\0XUSK\DQG &RUQHOO¶V  IRFXV JURXS VWXG\RQ VWXGHQWV¶ DQG
WHDFKLQJ VWDII¶V SHUFHSWLRQV RQ IHHGEDFN DW WKUHH 8. +( LQVWLWXWLRQV
surrounding the four main themes ± time, communication, student/tutor 
relationships and transitions ± contained HYLGHQFH RI VWXGHQWV¶ VWUXJJOLQJ LQ
HE (e.g. large cohorts, heavy workloads), their lack of understanding of 
academic language used in assessment, tight time frame to use feedback in 
VWXGHQWV¶ ZRUN OHVV VWXGHQW-staff communication on feedback. Thus, these 
researchers suggested PRUH HIIHFWLYH FRPPXQLFDWLRQ RI VWDII¶V µLPSOLFLW
XQGHUVWDQGLQJRIIHHGEDFN¶WRWKHVWXGHQWVDQGXVLQJIRUPDWLYHDVVHVVPHQWRU
other innovative assessment methods to bring about more student-staff 
FRPPXQLFDWLRQLQRUGHUWRSRVVLEO\IRVWHUPRUHFRQILGHQFHDQGEULQJDERXWµD
VHQVHRIDFKLHYHPHQW¶IRUILUVW\HDUVWXGHQWV 
 
However, there is no guarantee that providing feedback alone will increase 
VWDQGDUGVRIVWXGHQWV¶ZRUN6WXGHQWV¶XVHRIIHHGEDFNUather depends on their 
choice: some students realise the importance of feedback and make good use 
of it, whereas others do not bother reading or using it. This is shown by Crisp 
(2007) research on 51 undergraduate social work students in Australia on the 
H[WHQWVWXGHQWVXVHWKHLUDVVHVVRU¶VIHHGEDFN,WZDVIRXQGWKDWZKile one third 
of the students made good use of feedback to revise their essays and received 
good results, two thirds of them did not use feedback to change and improve 
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their work. On the other hand, research by Higgins et al. (2002) on how 
students understand and make use of feedback in HE told a different and more 
SRVLWLYH VWRU\ DERXW VWXGHQWV¶ SHUFHSWLRQV RI IHHGEDFN 7KH GDWD FROOHFWHG
from semi-structured interviews with 19 students and administering 
questionnaires to 94 students at two universities shoZHG WKDW WXWRUV¶
comments were read and valued by the students and these students used 
IHHGEDFNFRQVFLHQWLRXVO\IRUµGHHS¶OHDUQLQJ7KXVVWXGHQWV¶H[SHULHQFHDQG
use of feedback can be varied in different contexts.   
 
Encouraging students to engage with feedback is also what the Higher 
(GXFDWLRQ $FDGHP\¶V )XQG IRU WKH Development of Teaching and Learning 
(FDTL) project conducted by Assessment Standards Knowledge Exchange 
(ASKe) of Oxford Brookes University, using semi-structured interviews with 
35 students and staff, 776 students questionnaires, 24 case studies (Handley et 
al. 2008). The research points out several reasons why students are not 
engaged in feedback: they fail to understand feedback due to jargon used in 
feedback or when feedback is unrelated to the assessment criteria. The 
findings from the projects show that the staff did pay attention to and employ 
different feedback methods as an attempt to get the students engaged. 
However, like other above-mentioned studies, students do not understand 
FOHDUO\DERXWIHHGEDFNSXUSRVHVDQGWKXVVWXGHQWV¶DQGWHDFKHUV¶SHUFHSWLRQV
of µXVHIXO¶IHHGEDFNVHHPQRWWRPDWFKZLWKHDFKRWKHUHandley et al. 2008). 
Also, student engagement relies on how useful they think feedback will be, 
and this is linked to their ability to understand feedback, their anticipation of 
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using it in future and their confidence in their ability to use it (ibid.). In 
DGGLWLRQWKHµUHODWLRQDOGLPHQVLRQRIWKHIHHGEDFNSURFHVV¶HJWKHWXWRUWKH
student, the context they are in, and so on) has a strong influence on whether 
students want to talk to tutors about feedback (ibid.:6). It was also found from 
the research that resource availability and university policies may enable or 
constrain staff commitment to students and student feedback and that students 
need to be guided when entering HE. Based on these findings, the project 
suggests some important implications to engage students in the feedback 
SURFHVV$PRQJWKHPDUHKHOSLQJVWXGHQWVUHFRJQLVHµWKHEURDGHUSXUSRVHRI
IHHGEDFN¶ LQWHJUDWLQJ IHHGEDFN SUDFWLFHV LQWR DVVHVVPHQW SROLFLHV DQG
approaches in modules and programmes, creating an encouraging 
environment of feedback engagement in order for students to realise the 
importance of feedback; training staff in feedback provision, dialogue 
engagement, and assessment practices development (Handley 2009: 9). 
 
These findings of the FDTL5 project share some similarities with the above-
mentioned studies by Weaver, Burkes, and Murphy and Cornell about 
VWXGHQWV¶DELOLW\WRXQGHUVWDQGIHHGEDFNFRQIXVLRQRISXUSRVHDQGVWXGHQWV¶
problems with transition into HE. However, it differs from these studies in 
WKDW LW HPSKDVLVHV WKH LVVXHV DERXW µGLDORJXH¶ EHWZHHQ WXWRUV DQG VWXGHQWV
DERXW IHHGEDFN LWV µUHODWLRQDOGLPHQVLRQ¶ µSHUFHLYHGXWLOLW\¶ Handley et al. 
2008: 6). Also, the five above-mentioned suggestions for feedback 
engagement provide important implications and guidelines for the innovation 
of feedback and also of assessment.   
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Exploring methods of promoting communication between teachers and 
students about assessment and feedback without bringing teachers heavier 
workloads is the primary concerns of some recent research. Bloxham and 
&DPSEHOO¶V  H[SHULPHQWDO UHVHDUFK RQ enhancing dialogues between 
teachers and students used interactive cover sheets with an extra section 
asking students to write about specific points of their assignments they wanted 
feedback on. It was found that this approach motivated students to reflect on 
their assignment. However, students might not have eloquent dialogues with 
the teachers dXH WR ODFN RI XQGHUVWDQGLQJ DERXW WHDFKHUV¶ H[SHFWDWLRQV DQG
standards. Bloxam and Campbell (2010) suggested that this could be 
improved by maintaining and promoting the current discussion on assessment 
with peers. The research called for more ways to encoXUDJH VWXGHQWV¶
confidence in engaging in a dialogue with teachers. Handley and Williams¶
research (2011) also aimed at stimulating tutor-student and peer dialogues on 
feedback. They posted assignments with annotations on WebCT as exemplars 
for students to comment, question, and discuss with tutors and peers on the 
discussion board before the submission of their final assignment. This 
approach was considered by students as helpful guidelines for them; however, 
there was no evidence that this practice brought about improvement in 
VWXGHQWV¶ZRUNLQWHUPVRI grades. 
 
This raises concerns about the factors that influence the effectiveness of 
feedback. In a focus group research on undergraduate students about their 
views on feedback and its effectiveness, Poulos and Mahony (2008) pointed 
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RXWWKDWµHIIHFWLYHIHHGEDFN¶GHSHQGHGRQQRWRQO\KRZDQGZKHQLWZDVJLYHQ
but also on VWXGHQWV¶SHUFHSWLRQVof the lecturer who gave feedback and, for 
first year students, whether it helped them in terms of emotion and integration 
in university education. Using semi-structured interviews, Price et al. (2010) 
investigated the effectiveness of feedback on supporting them to recognise the 
strengths and weaknesses of their performance for future improvement. They 
concluded that exact measurement or simple indicators such as in the NSS 
survey could not fully evaluate the effectiveness of feedback due to the 
complex and multi-dimensional nature of feeGEDFN DQG HYDOXDWRUV¶
LQVXIILFLHQWµSHGDJRJLFOLWHUDF\¶3ULFHet al. 2010: 288). Thus, they suggested 
that evaluation on the effectiveness of feedback should involve both lecturers 
and students in which students should played the key role. However, students 
VKRXOG EH HTXLSSHG ZLWK µDVVHVVPHQW OLWHUDF\¶ in order to be able provide 
µLQIRUPHGMXGJHPHQW¶RQWKHHIIHFWLYHQHVVRIIHHGEDFNibid.). This resonates 
with Sadler¶V (2010) argument that students should be supported to form 
µFULWLFDO EDFNJURXQG NQRZOHGJH¶ WR HQDEOH WKHLU FDSDFLW\ IRU XQGHUVWDQGLQJ
and using feedback effectively, as well as finding out what needs to be 
improved in their own work (p. 535). 
 
In brief, the research shows that feedback is beneficial to learning and 
teaching. However, they also identify problems and suggestions on how to 
improve feedback and the feedback process. In addition to feedback, self-
assessment and peer assessment are also key aspects of assessment for 
learning, and they are what I will explore in the following sections.   
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2.4.2 Self-assessment  
 
µ6HOI-DVVHVVPHQW¶UHIHUVWROHDUQHUVPDNLQJMXGJHPHQWs of their own work or 
performance (Taras 2010). It plays a significant role LQ IRUPLQJ VWXGHQWV¶
capabilities for self-regulation and judgement, which are perceived as 
necessary for their learning not only at, but also beyond universities. 
According to Tan (2007), the importance of student self-assessment has been 
highlighted by several authors (e.g. Bartels 1998; Stefani 1998; Dochy et al. 
1999; Patterson et al. 2002) with the argument that it not only fosters 
VWXGHQWV¶SUHVHQWOHDUQLQJEXWDOVR///DIWHUJUDGXDWLRQEHFDXVHLWHQFRXUDJHV
VWXGHQWV¶GHYHORSPHQWRIFULWLFDODELOLW\± making their own judgements and 
self-reflection ± and self-directed learning, and these are fundamental 
capabilities for LLL (p. 114). As such, these authors argue for self-assessment 
to be one of the key aims of HE. However, in the literatures, compared with 
feedback or peer assessment, empirical research on self-assessment seems to 
be limited. Among recent studies on self-assessment are Andrade and Du 
(2007), Lew et al. (2010), and Tan (2007).  
 
$QGUDGH DQG 'X¶V  investigated XQGHUJUDGXDWH VWXGHQWV¶ H[SHULHQFHV
with self-assessment against criteria, using focus group interviews. The 
ILQGLQJVVKRZHGVWXGHQWV¶SRVLWLYHDWWLWXGHVWRZDUGVVHOI-assessment: students 
could self- assess in the condition of clear guidance; they were willing to 
apply self-assessment in revising their work, and they were aware that self-
assessment helped increase their marks and promote learning. However, 
students were still confused about their own standards of good work 
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compared with those of their tutors. The research also pointed out that self-
assessment was µD complex process of internalisation and self-UHJXODWLRQ¶ 
(p.159). 
 
In two studies, Lew et al. (2010) looked at how accurate students¶DELOLW\for 
self-assessment was in comparison with the assessment of peers and tutors. 
They also explored whether such ability developed over a period of time and 
ZDV LQIOXHQFHG E\ VWXGHQWV¶ EHOLHIs on the usefulness of self-assessment to 
their learning. The first study was carried out on 3,588 first-year students in a 
HE institution, each of whom wrote about 80 self-assessment pieces which 
were then assessed by their peers and tutors during one semester. The findings 
VKRZHG WKDW WKHUH ZDV µZHDN PRGHUDWH DFFXUDF\ RI VWXGHQW VHOI-assessment 
abLOLW\¶ S  JRRG VWXGHQWV WHQGHG WR EH PRUH DFFXUDWH LQ WKHLU VHOI-
assessment, and accuracy did not improve during the semester. The second 
study used a questionnaire for 936 first-year students to investigate their 
perceptions on the usefulness of self-DVVHVVPHQW ,WZDVIRXQG WKDWVWXGHQWV¶
view on how useful self-assessment was did not influence their ability of 
assessing themselves accurately. 
 
7DQ¶VVWXG\H[SORUHGDFDGHPLFFRQFHSWLRQVRIVWXGHQWVHOI-assessment 
by interviewing sixteen academics in twelve different areas in New South 
Wales, Australia. The study identified three different notions of student self-
assessment: µteacher-driven self-assessment¶, µprogramme-driven self-
assessment¶, and µfuture-driven self-assessment¶. From the findings, 
µTeacher-driven self-assessment¶ was restricted to what an individual 
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academic preferred and expected, and thus standards for students judging their 
performance might be individualised and varied according to each academic. 
µProgramme-driven self-assessment¶ referred to the assessment requirements 
of the programmes. However, as Tan argued, it was academics who passed on 
these requirements with their own interpretations; therefore, student self-
assessment was mainly driven by academics. He pointed out that these two 
FRQFHSWLRQV VKDUHG µWKH OLPLWDWLRQ RI VHOI-assessment as an activity that 
SHUSHWXDWHVWKHH[LVWLQJPHFKDQLVPRIDVVHVVPHQW«ZLWKH[LVWLQJDVVHVVPHQW
SUDFWLFHVDQGDVVHVVPHQWUHOLDELOLW\¶S$VVXFK7DQDUJXHd for µfuture-
driven self-assessment¶ WKDW µORRNV EH\RQG WKH QRWLRQ RI UHOLDELOLW\ ZLWKLQ
formal programmes of study to embrace a more critical and reflexive view of 
student assessment and self-DVVHVVPHQW¶ ibid.). This argument has strong 
implications for using self-assessmenW WR GHYHORS VWXGHQWV¶ FULWLFDOLW\ DQG
reflexivity for LLL. 
 
From these studies, it is clear that although students may recognise the value 
of self-assessment and be keen on using it, their ability to self-assess 
accurately seems to be low. They are confused about standards for self-
DVVHVVPHQW IUDPHG E\ WHDFKHUV¶ RZQ SHUFHSWLRQV DQG LQWHUSUHWDWLRQV $OVR
how self-assessment should be used, how it should be improved, and how to 
integrate it into other assessment activities as well as the teaching and 
learniQJ SURFHVV LQ RUGHU WR GHYHORS VWXGHQWV¶ FULWLFDOLW\ DQG IOH[LELOLW\ IRU
LLL are issues that may need further research. 
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2.4.3 Peer assessment 
 
According to Falchikov (2005), peer assessment UHIHUVWRMXGJLQJSHHUV¶ZRUN
or performance against standards and criteria. Peer assessment, as Falchikov 
(2005), Cassidy (2006), DQG9XDQG'DOO¶$OEDPDLQWDLQLVEHQHILFLDO
to students in that (i) it makes students more responsible and autonomous 
learners and helps develop their ability of judgement; (ii) through peer 
assessment, students can understand more about assessment standards and 
criteria for good and bad performance, and such understanding may help 
students improve their own performance; (iii) students seems to work harder 
when assessed by peers; and (iv) peer assessment may promote deep learning. 
These are significant not only for students present learning but also for LLL 
DQG HVSHFLDOO\ IRU HPSOR\DELOLW\ DV &DVVLG\  SRVLWV µVWudent peer 
assessment is one example of educational practice which is likely to 
FRQWULEXWH SRVLWLYHO\ WRZDUGV WKH GHYHORSPHQW RI HPSOR\DELOLW\ VNLOOV¶ S
+RZHYHU9XDQG'DOO¶$OEDSRLQWRXWWKDWSHHUDVVHVVPHQW
also has some limitations, such as more time and work for teachers and 
VWXGHQWV VWXGHQWV PD\ EH µXQUHDOLVWLF RU ELDVHG¶ GXH WR ODFN RI DVVHVVPHQW
skills; and negative peer-feedback may be an ethical problem.     
 
Among studies that explore perceptions of peer assessment and how peer 
assessment is applied in practice are those by Brew et al. (2009), Bloxham 
and West (2004), Cassidy (2006), Vu and Dall'Alba (2007), and Patton 
(2012). Brew et al¶V UHVHDUFK  LQYHVWLJDWHG VWXGHQWV DQG WHDFKLQJ
VWDII¶V FRPSDUDWLYH SHUFHSWLRQV RI Sarticipative assessment, including both 
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peer assessment and self- assessment, by conducting a survey of 213 pre-
service primary teachers and their 30 teaching staff, as well as semi-structured 
interviews with seven teaching staff. It was found that staff preferred peer- 
and self-assessment much more than their students and used peer assessment 
more frequently than self-assessment. Time saving was also strongly 
DVVRFLDWHG ZLWK VWDII¶V SUHIHUHQFH DQG XVH RI peer assessment. Also, they 
recommended that students should be better prepared for these forms of 
DVVHVVPHQW WKURXJK VWDII¶V H[emplars and explanation about the reasons of 
using them.  
 
In addition to VWDII¶VSUHIHUHQFHIRUpeer assessment, research also focuses on 
how peer assessment is implemented and implications that emerge from the 
implementation. ,Q %OR[KDP DQG :HVW¶V  UHVHDUFK  SDLUV RI VSRUWV
VWXGLHV VWXGHQWV ZHUH DVNHG WR PDUN DQG SURYLGH IHHGEDFN RQ WKHLU SHHUV¶
posters against criteria in order to get students involved in peer assessment. A 
group interview (six students) and two questionnaires were conducted. The 
results showed that the peer assessment activity highly benefited students: 
most students were engaged in and gained more confidence in the marking 
process, understand more about feedback and assessment criteria. They are 
also aware that the peer assessment process is beneficial to their learning.  
 
Using questionnaire and an open discussion about peer assessment led by the 
researcher, Cassidy (2006) studied attitudes of second year undergraduates 
about assessing others and being assessed in an applied social psychology or 
health psychology module. The findings identified that students had a positive 
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attitude about peer assessment, that peer assessment helped them to promote 
their learning and understand more about what tutors expected on their work. 
Interestingly, Cassidy pointed out that in contrast to the idea that students do 
not understand or use the assessment criteria or feedback comment, as 
identified in the assessment literatures, students in this study understood and 
used them to revise their work. However, students seemed to be anxious about 
their assessment ability and responsibility of assessing their peers. 
 
9XDQG'DOO
$OED¶VFDVHVWXG\ORRNHGDWVWXGHQWV¶H[SHULHQFHRIpeer 
assessment in a second year Communication and Personnel Relations Course 
at a university in Australia with mixed research methods ± document analysis, 
questionnaire, observation, focus group, and interview with the course 
coordinator. They found that the processes of peer assessment helped students 
prepare for their professions. However, they argued that peer assessment 
needed to meet the following conditions in order to be successfully applied: 
(i) the implementation should be well-prepared, (ii) assessment, learning 
outcomes and goals of the course need to be aligned, (iii) teachers should be 
available to support students during the process; and (iv) there should be 
follow-XSµFRQVWUXFWLYH¶GLVFXVVLRQVOHGE\WHDFKHUVDIWHUSHHUDVVHVVPHQW (p. 
541). 
 
Different from the above-mentioned research, Patton (2012) explored 
VWXGHQWV¶ YLHZV DQG DWWLWXGHV RQ SHHU DVVHVVPHQW in terms of power, using 
three focus groups in undergraduate programmes of Criminal Justice, 
International Studies, and Social Work. The data was analysed with a muti-
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dimensional conceptual framework RI SRZHU µVRYHUHLJQ HSLVWHPRORJLFDO
GLVFLSOLQDU\DQGVWUXFWXUDO¶SThe findings showed that students were 
in favour of using peer assessment as formative feedback to improve their 
learning rather than simply as a summative marking task. However, students 
also regarded the peer assessment practice as a way to UHGXFH OHFWXUHUV¶
marking time in the cost-reducing HE context, and this might disempower 
WKHPDV µFRQVXPHUVRIHGXFDWLRQ¶ SThus, for Patton, the broader HE 
context and student voice should be noticed in assessment design. 
 
To sum up, these studies showed that peer assessment is beneficial to student 
learning and that students seemed to be engaged in peer assessment tasks and 
recognised its values in helping them to better understand assessment 
processes and criteria in order to foster their learning. However, for effective 
implementation, students need also to be helped to understand more about the 
purposes and benefits of peer assessment, as well as be well-prepared with 
exemplars and explanation about how to do the task.   
 
From the above analysis of theoretical perspectives and empirical research on 
assessment, it is obvious that assessment for learning, especially good 
feedback, self-assessment, and peer assessment, plays an important role in 
enhancing student learning.  Apart from these issues, a number of studies take 
a µsocio-cultural¶ approach of formative assessment that emphasises the 
significance of contexts in assessment and learning. For Ecclestone and Pryor 
(2003) and Ecclestone (2007), students should be considered as possessing 
µDVVHVVPHQWFDUHHUV¶WKDWLVWKHLUprior assessment experience before entering 
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universities has important impacts on their reaction to assessment in HE. 
Thus, they DUJXHIRUXVLQJWKHFRQFHSWRIµDVVHVVPHQWFDUeHUV¶ZKHQORRNLQJ
at how different assessment systems influence and shape µOHDUQHUV¶LGHQWLWLHV
DQG GLVSRVLWLRQV IRU OHDUQLQJ¶ differently (Ecclestone and Pryor 2003: 471). 
Pryor and Crossouard (2008) suggest D µVRFLR-FXOWXUDO¶ IUDPHZRUN RI
formative assessment that encompasses WKHFRQVWUXFWLRQRIOHDUQHUV¶LGHQWLWLHV
through negotiations of assessment criteria and quality and interactions 
between teachers and students and among students in different assessment 
activities, such as observation, questioning and feedback. The framework 
highlights considering these negotiations and interactions in terms of power 
and control and in a wider social context beyond the classroom, such as the 
programme of study, the school, and so on (Pryor and Crossouard 2008).  
 
However, most research on formative assessment seems to focus more on 
assessment that supports learning while at university (Boud and Falchikov 
2006, 2007). Consequently, research on assessment in HE that prepares 
students for LLL is still limited. Perhaps the most distinctive research is 
David Boud¶V conceptual framework of µDVVHVVPHQWIRUOHDUQLQJLQWKHORQJHU
WHUP¶ RU µVXVWDLQDEOH DVVHVVPHQW¶.  Different from the works that have been 
reviewed, µVXVWDLQDEOH DVVHVVPHQW¶ emphasises another purpose of 
assessment: to prepare students for future learning in addition to assessment 
for certification and for learning at university (Boud 2010a, UTS Assessment 
Futures Project 2009). By linking HE assessment to LLL, %RXG¶VIUDPHZRUN
implies a future-oriented discourse of assessment that can be useful for 
reviewing and reforming assessment at universities. Yet, there is currently 
57 
 
little research that develops and applies the framework when looking at 
assessment policy, philosophy and practices, especially in different countries. 
For these reasons, %RXG¶VIUDPHZRUNLVWKHFHQWUDORUJDQLVLQJIHDWXUHV of this 
thesis, and I will explain it in detail in the next chapter.  
2. 5 Conclusion 
This chapter has explored research literatures on assessment, highlighting a 
selection of relevant studies. Overall what emerged is a rationale for putting 
formative feedback at the centre of assessment, for aiming at supporting 
student learning by innovating feedback, for encouraging students¶
engagement in the assessment and feedback process, and for promoting 
dialogues between lecturers and students and among students about 
assessment and feedback issues. There are also concerns, though weaker, 
about the difficulties of implementing self-assessment and peer-assessment. 
There are limited studies on assessment for LLLH[FHSW%RXG¶VZRUNV, which 
will be discussed in the next chapter in relation to the concepts of learning, 
graduate attributes, and LLL. 
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3 Chapter three: Developing a theoretical perspective on student 
learning and assessment 
 
3.1 Introduction 
The previous chapter reviewed the literatures on assessment with the focus on 
summative and formative assessment, feedback, peer assessment and self-
assessment. It argued that assessment should support both learning in HE and 
LLL. This chapter will now provide the theoretical perspective on student 
learning in HE, graduate attributes, and LLL viewed from different 
perspectives with an emphasis on an expansive version of LLL. It will then 
outline the conceptual framework of my study drawing on %RXG¶V framework 
of sustainable assessment. I will show that %RXG¶V DSSURDFK VXSSRUWV D
humanistic model of LLL instead of a human capital model and hence 
assessment that not only supports immediate learning but also expansive 
rather than reductive LLL. 
3.2 Student learning in HE: purposes and different perspectives on 
learning 
Expansive, humanistic learning in the contemporary context is captured in the 
'HORUVUHSRUWµ/HDUQLQJWKH7UHDVXUHwithin¶at the International Commission 
on Education for the 21st Century chaired by Jacques Delors, President of the 
European Commisssion, in 1996. According to the report, there are µfour 
pillars of learning¶: µlearning to know, learning to do, learning to live 
together, and learning to be¶DVH[SODLQHGE\'HORUV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(L)earning to know, that is acquiring the instruments of understanding; 
OHDUQLQJ WR GR DV WR EH DEOH WR DFW FUHDWLYHO\ RQ RQH¶V HQYLURQPHQW
learning to live together, so as to participate and co-operate with other 
people in all human activities; and learning to be, an essential progression 
which proceeds from the previous three.  
(1996: 86) 
 
 
These pillars of learning are also IRXQGLQ5DQVRQ¶VOHDUQLQJWKHRU\LQ
:DONHU5DQVRQFRQVLGHUVOHDUQLQJDVDµPXOWLOD\HUHG¶FRQFHSWWKHILUVW
layer iVµGHYHORSLQJXQGHUVWDQGLQJRIGLVFUHWHHYHQWVRUSLHFHVRINQRZOHGJH¶
WKHVHFRQGµEHFRPLQJDZDUHRIRXUVHOYHVDVSHUVRQV¶DQGWKHPRUHLPSRUWDQW
WKLUG OD\HUXQGHUVWDQGLQJ µRXU JURZLQJFDSDFLW\ WR VKDSHE\ RXUVHOYHV DQG
with others, the world around uV¶5DQVRQ¶VILUVWOHDUQLQJOD\HULV
similar to the first pillar in the Delors report ± learning to know. Knowing, for 
Ranson, is not only about acquiring knowledge about what we do not know, 
but also about changing our thinking about what we have already known. 
Ranson suggests that: µOHDUQLQJ LVDSURFHVVRIGLVFRYHU\ WKDWJHQHUDWHVQHZ
XQGHUVWDQGLQJVDERXWRXUVHOYHVDQGWKHZRUOGDURXQGXV¶S7KDWLVLQ
the process of discovering, shaping and deepening our understanding of things 
we have not known, through our learning experience, we can simultaneously 
change our conception of what we have already known about self, others, and 
WKHZRUOGµ1HZXQGHUVWDQGLQJV¶DUHIRUPHGDQGWKXVWKLVSURFHVVKHOSVXVWR
develop ourselves intellectually.   
 
5DQVRQ¶VVHFRQGOD\HU± µEHFRPLQJDZDUHRIRXUVHOYHVDVSHUVRQV¶resonates 
with learning to be or being. However, being in the Delors report emphasises 
SHUVRQDOLW\GHYHORSPHQWDQGWKHFDSDELOLW\RIDFWLQJZLWKµJUHDWHUDXWRQRP\
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judgement and personal UHVSRQVLELOLW\¶ DV ZHOO DV DQ LQGLYLGXDO¶V µPHPRU\
UHDVRQLQJ DHVWKHWLF VHQVH SK\VLFDO FDSDFLWLHV DQG FRPPXQLFDWLRQ VNLOOV¶
(1996: 37). Here, more emphasis is put on reasoning development and thus, 
emotional development seems to be neglected. Differently, Ranson argues 
that being LQFOXGHV ERWK OHDUQHUV¶ HPRWLRQDO DQG UHDVRQLQJ GHYHORSPHQW
Similarly, for Walker (2006: 69), emotion and reason are closely linked, and 
thus emotions should be educated in HE so that students can learn to become 
emotionally maWXUH DQG EXLOG XS D FDSDELOLW\ IRU µHWKLFDO UHDVRQLQJ¶ 7KLV
capability is important to students when ethically judging problems that 
KDSSHQ LQ UHDO OLIH DV 1XVVEDXP   LQ :DONHU   SRVLWV µLI
emotions are suffused with intelligence and discernment, and if they contain 
in themselves an awareness of value or importance, they cannot, for example, 
HDVLO\EHVLGHOLQHGLQDFFRXQWVRIHWKLFDOMXGJHPHQW¶ 
 
Resonating with the pillar in the Delors report ± learning to act ± LV5DQVRQ¶V
third layer. Learning is through action and experience gained from acting. 
7KLV EULQJV DERXW OHDUQHUV¶ µFDSDELOLW\ IRU self-creation¶ DQG KHOSV EXLOG XS
µRXUGLVWLQFWLYHDJHQF\DVKXPDQEHLQJV¶(Ranson 19987KXV5DQVRQ¶V
WKLUGOD\HULVDERXWµWKHUROHRIDJHQF\LQOHDUQLQJ¶TXRWHGLQ:DONHU
70). Walker argues therefore that the main goal of learning is to construct 
human capabilities through our acquired knowledge and skills. As Walker 
points out, in 5DQVRQ¶VWKLUGOD\HUOHDUQLQJLVDOLIHORQJSURFHVVDQGµGHHSO\
VRFLDO¶ EHFDXVH ZH GHYHORS RXUVHOYHV ZLWK DQG WKURXJK LQWHUDFWLRQ ZLWK
others. This resonates with another pillar of learning ± learning to live 
together. These above-mentioned facets of learning are also the key features 
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of a capability approach (Walker 2006) to student learning, which will be 
discussed later in this chapter.  
 
*LYHQWKHIRXUSXUSRVHVRIOHDUQLQJLQWKH'HORUVUHSRUWDQG5DQVRQ¶VWKHRU\
about multi-layers of learning in the learning society and the earlier analysis 
of economic, social and cultural aims of HE, a number of authors argue from 
a sociologicDO SHUVSHFWLYH IRU SXWWLQJ WKH VWXGHQW¶V OHDUQLQJ H[SHULHQFH LQ D
broader social, cultural and political context, for human values, social justice, 
DQGIRULQWHOOHFWXDODVZHOODVHWKLFDODWWULEXWHVRUFDSDELOLWLHV0DQQ¶V
work on student alienation and engagement is a good example of this 
SHUVSHFWLYH)RU0DQQ+(VKRXOGDLPDWµWKHGHYHORSPHQWRIFULWLFDOEHLQJ± 
IRU SHUVRQDO HQJDJHPHQW LQFOXVLRQ DQG ///¶ (2001:7). In order to achieve 
WKHVH DLPV VKH VXJJHVWV WKDW VWXGHQWV¶ OHDUQLQJ DSSURDFKHV VKould be 
UHIUDPHGLQWRVWXGHQWV¶OHDUQLQJH[SHULHQFHVof alienation and engagement as 
she argues that higher HGXFDWLRQ FDQ EULQJ DERXW µDQ HQJDJLQJ DQG SRVLWLYH
HIIHFW¶RUµDQHJDWLYHDQGDOLHQDWLQJHIIHFW¶$OLHQDWLRQLVµWKHVWDWH
or experience of being isolated from a group or an activity to which one 
VKRXOG EHORQJ RU LQ ZKLFK RQH VKRXOG EH LQYROYHG¶ 0DQQ    ,Q
H[DPLQLQJ VHYHQ WKHRUHWLFDO SHUVSHFWLYHV RQ VWXGHQWV¶ H[SHULHQFHV RI
alienation, Mann argues for attention to multiple factors in teaching and 
OHDUQLQJ LQFOXGLQJ µWKH VWXGHQW¶V FDSDFLW\ IRU FUHDWLYH HQJDJHPHQW¶ µWKH
VWXGHQW¶V VHOI¶ WKH FRPSOH[ XQFHUWDLQ DQG WKUHDWHQLQJ SURFHVV RI OHDUQLQJ
DQG µWKH FRPSOH[ UHODWLRQV RI SRZHU WKDW H[LVW ZLWKLQ WKH HGXFDWLRQDO DQG
teaching/learQLQJSURFHVVHV¶S6LPLODUO\0F&XOORFKDQG7D\ORU
and Wilding (2009) also argue for student engagement. For them, the 
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VWXGHQW¶V UROH DV SURGXFHU RI OHDUQLQJ DQG FROODERUDWRU LQ WKH WHDFKLQJ DQG
learning process should be re-emphasised instead RIµWKHVWXGHQWDVFRQVXPHU¶
in the commodification of HE, the dominant perspective analysed earlier. 
 
If the goals of HE include not only national and individual economic 
prosperity but also personal fulfilment, ethical and justice values, as well as 
fostering LLL, what attributes should HE provide to its graduates?  The next 
section will attempt to answer this question. 
3.3 Graduate attributes in relation to LLL 
Graduate attributes have been defined by the Australian Technology Network 
(ATN) as  
The qualities, skills and understandings a university community agrees its 
students should develop during their time with the institution. These 
attributes include, but go beyond, the disciplinary expertise to technical 
knowledge that has traditionally formed the core of most university 
courses. They are the qualities that also prepare graduates as agents for 
social good in an unknown future.  
(Boud and Solomon 2006: 212) 
 
Graduate attributes include two main types: professional attributes and 
generic attriEXWHV3URIHVVLRQDODWWULEXWHVUHIHUWRµWHFKQLFDODQGWHFKQRORJLFDO
NQRZOHGJH¶ RU µGLVFLSOLQDU\-EDVHG DWWULEXWHV¶ WKDW LV WKH FDSDELOLW\ WR
understand, apply, and develop theories in the subject disciplines, which are 
essential for graduates to learn about and practise their professions (Winch 
2006)*HQHULF DWWULEXWHV RU µtransferable NQRZOHGJH DQG VNLOOV¶ DUH µWKH
collection of skills, capacities, dispositions, and values that together represent 
WKH PRUH JHQHUDO RXWFRPHV RI OHDUQLQJ¶ (Holland 2006: 267). The most 
common generic graduate attributes include: communication skills; searching 
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and organising information; criticality; creativity; problem-solving skills, 
team-working capability; research skills, IT skills, and so on (Winch 2006). 
From a work-based perspective, graduate attributes are divided into three 
W\SHV µSURIHVVLRQDO DWWULEXWHs¶ DV GHILQHG DERYH µOHDUQLQJ WR OHDUQ
attributes¶ ± for continuous learning, aiming at professional and personal 
GHYHORSPHQW DQGµSHUVRQDODWWULEXWHs¶± DFWLQJDQGEHLQJUHVSRQVLEOHDVµD 
SURIHVVLRQDO DQG D FLWL]HQ¶ %RXG DQG 6RORPRQ   As university 
graduates will take up professional work of varying kinds, both forms are 
important. From these definitions and distinctions, graduate attributes are not 
only for employability but also for effective participation in the society.   
 
However, for policy makers, graduate attributes focus more on meeting the 
needs of the knowledge economy and maintaining competitive advantage 
JOREDOO\ DQG WKXV QHJOHFW µVRFLDO LQFOXVLRQ¶ DQG /// RSSRUWXQLWies 
(Bathmaker and Appleby 2006).  Graduate attributes should function, Walker 
DUJXHVDVµDZD\WRFUHDWHFKDQJHWRPDNHIXWXUHVDQGWRVWUHQJWKHQDJHQF\¶
(2007: 145). Therefore, which attributes should HE provide for its graduates? 
A number of authors argue for graduate attributes which focus on richer 
human development, well-being, social justice, and LLL. Among them are 
%DUQHWW¶V JUDGXDWH DWWULEXWHV LQ µWKH DJH RI VXSHUFRPSOH[LW\¶ 
0F/HDQ¶V RQ FULWLFDO SHGDJRJ\  DQG :DONHU¶V RQ WKH FDSDELOLW\
approach (2006). 
 
For Barnett (2006), we are living in an ever-changing world conceptualised 
E\ KLP DV µDQ DJH RI VXSHUFRPSOH[LW\¶ LQ ZKLFK WKHUH DUH µPXOWLSOH DQG
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FRQIOLFWLQJ LQWHUSUHWDWLRQV¶ RI D VLWXDWLRQ  6XFKDQ XQFHUWDLQ XQSUHGLFWDEOH
and constantly chaQJLQJZRUOGFDXVHVµVXSHUVWUXFWXUDOFKDQJHV¶± changes in 
KXPDQ EHLQJ DQG µVXEVWDQWLYH FKDQJHV¶ WKDW LV µQHZ NQRZOHGJHV QHZ
DGDSWDWLRQVDQGQHZVNLOOV¶S+HDUJXHVWKDWµVXSHUVWUXFWXUDOFKDQJHV¶
DUH PXFK PRUH VLJQLILFDQW WKDQ µVXEVWDQWLDO FKDQJHV¶ EHFDXVH FKDQJHV LQ
KXPDQ EHLQJ EULQJV DERXW WKH DFTXLVLWLRQ RI µQHZ NQRZOHGJHV DQG QHZ
VNLOOV¶ 7KXV %DUQHWW DVVHUWV WKDW LW LV being, not knowledge or skills, that 
becomes the key educational challenge and should be the centre of HE. He 
further argues that HE is a stage of LLL; therefore, it has to furnish students 
with attributes of being in order to enable them to successfully live in an 
uncertain, unpredictable and contested world and to prepare them for LLL. 
Accordingly, HE graduates have to possess (i) µDXWKHQWLF EHLQJ¶ ± having 
independent and genuine thoughts and actions and being able to justify them; 
(ii) µLQGLYLGXDOLW\¶ ± be able to identify and express their individuality in a 
constantly changing contexW DQG LLL µKXPDQ GLVSRVLWLRQ DQG TXDOLWLHV¶ (p. 
57± 61). QXDOLWLHV VKRXOG FRPSULVH RI µFRXUDJH UHVLOLHQFH IRUWLWXGH DQG
TXLHWQHVV¶ DQG GLVSRVLWLRQV UHIHUV WR EHLQJ VHOI-changed, engaged with the 
world, inquisitive, and willing to communicate (p.61). Barnett calls for HE to 
put the development of the self at the centre: fostering students with these 
human capabilities to enable them effectively cope with changes, uncertainty 
DQGFKDOOHQJHVLQDZRUOGRIµVXSHUFRPSOH[LW\¶DQGSUHSDUHWKHPIRU/// 
 
McLean (2006) also focuses on developing being or the self, but unlike 
Barnett who focuses on developing and renewing the self to cope with a 
constantly changing and super-complex world, McLean uses Jurgen 
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+DEHUPDV¶VFULWLFDOWKHRU\DVDIUDPHZRUNZKLFKYLHZVthe self in relation to 
culture (others), and society DV VKH EHOLHYHV WKLV WKHRU\ DGGUHVVHV µWKH
LQWHOOHFWXDOPRUDODQGSUDFWLFDOSUREOHPV¶DQGSURYLGHVµDQRSWLPLVWLFYLHZ
RIKXPDQGHYHORSPHQW¶0F/HDQ6KHDSSOLHV+DEHUPDV¶VµWKHRU\
of the colonisDWLRQRIWKHOLIHZRUOG¶WRH[SODLQWKHGLVWRUWLRQRIWHDFKLQJDQG
OHDUQLQJ E\ PRQH\ DQG SRZHU KLV µWKHRU\ RI FRPPXQLFDWLve DFWLRQ¶ WR
suggest goals for university education in the present society, and his concept 
RI µFRPPXQLFDWLYH UHDVRQ¶ WR SURSRVH VWXGHQWV¶ DWWULEXWHV WKDW D XQLYHUVLW\
HGXFDWLRQVKRXOGIRFXVRQS7KLVLVDOVR0F/HDQ¶VGHILQLWLRQRIFULWLFDO
pedagogy. For her, critical pedagogy in XQLYHUVLWLHV PHDQV µWHDFKLQJ DQG
OHDUQLQJ IRFXVHG RQ GHYHORSLQJ VWXGHQWV¶ LQWHOOHFWXDO DQG PRUDO Dttributes 
(communicative reason) so that they are disposed to think creatively and act 
UHVSRQVLEO\ZLWKRWKHUV WRDPHOLRUDWHWKHSUREOHPVRIFRQWHPSRUDU\VRFLHW\¶
S7KHVHDWWULEXWHVLQFOXGHEHFRPLQJµDQDO\WLFFULWLFDODQGLPDJLQDWLYH
WKLQNHUV¶ Velf-aware, self- determined, and co-operative with others for the 
public good. Here, not only the intellectual but the social aspects are also 
taken into consideration. 
 
Aligned theoretically with Barnett and McLean, Walker (2006, 2008) argues 
for human capabilities to be cultivated; however, she puts more emphasis on 
an ethical and social justice discourse. Using the capability approach 
FRPELQLQJ ERWK 6HQ¶V DQG 1XVVEDXP¶V SHUVSHFWLYHV :DONHU DUJXHV IRU
KXPDQGHYHORSPHQWWKURXJKSHRSOH¶VIUHHGRPRIFKRLFHand opportunities to 
do and be what they have reason to value. For her, the capability approach is 
not an educational theory but with its two key features ± µDJHQF\ IUHHGRP¶
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DQG µDJHQF\ DFKLHYHPHQW¶ LW LV DQ DSSURDFK WR µKXPDQ GHYHORSPHQW DQG
quality of lLIHHVSHFLDOO\SRYHUW\UHGXFWLRQ¶, including education. 
&DSDELOLW\ LVGHILQHGE\6HQDV µZKDWSHRSOHDUHDFWXDOO\ IUHH WREHDQGGR
UDWKHU WKDQ KRZ PXFK LQFRPH WKH\ KDYH¶  LQ :DONHU DQG 8QWHUKDOWHU
2007: 2). That is, people should have freedom to choose what to do and how 
to live their own valuable lives including but not limited to work and income 
opportunities. As Nussbaum (2000: 58, in Walker 2008: 477) puts it, a person 
LV µVRXUFH RI DJHQF\ DQG ZRUWK LQ WKHLU RZQ ULJKW ZLWK WKHLU RZQ plans to 
PDNHDQGWKHLURZQOLYHVWROLYH¶7KHFRQFHSWRIFDSDELOLW\LVGLIIHUHQWIURP
IXQFWLRQLQJ  D FDSDELOLW\ LV D µSRWHQWLDO IXQFWLRQLQJ¶, whereas a functioning 
UHIHUVWRSHRSOH¶VDFWXDODFKLHYHPHQW(Walker 2008: 478). Walker maintains 
that the distinction of capability and functioning is significant because the 
same outcomes or functioning can be achieved by people with different 
opportunities and choices of freedom. Functionings would be broadly similar 
to learning outcomes and even to graduate attributes although the language of 
capabilities is richer and includes plural goals, not only human capital. 
 
(GXFDWLRQ LQ 6HQ¶V SHUVSHFWLYH therefore SRVVHVVHV DQ µinstrumental UROH¶
DQG µintrinsic YDOXH¶ His FDSDELOLW\ DSSURDFK JRHV µbeyond human caSLWDO¶
DQG LVGLUHFWO\UHODWHG WRµWKHZHOO-EHLQJDQGIUHHGRPRISHRSOH¶ (Sen 2003: 
 6LPLODU WR KXPDQ FDSLWDO DSSURDFKHV HGXFDWLRQ IURP 6HQ¶V YLHZ does 
have DQ µinstrumental UROH¶ LQ WKDW LW LV DQ LQVWUXPHQW IRU D SHUVRQ WR GR
valuable things (for example: widening their understanding of the world 
(Walker 2006: 31). Nevertheless, unlike human capital approaches which 
consider employability as the benefit that education brings about, as Walker 
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DUJXHV HGXFDWLRQ LQ 6HQ¶V FDSDELOLW\ DSSURDFK KDV µintrinsic YDOXH¶ LQ WKDW
µEHLQJHGXFDWHG LV DYDOXable achievement in itself, for its own sake even if 
WKHUHLVQRHFRQRPLFEHQHILW¶7KXV:DONHUSRVLWVWKDWHGXFDWLRQ
is a fundamental capability to develop and expand other capabilities in that 
having education brings about more human freedom; in contrast, not having 
good quality education hinders human development (2006: 31). In addition to 
its instrumental and intrinsic value, Walker, following Sen, argues education 
KDV µHPSRZHUPHQW DQG GLVWULEXWLYH HIIHFWV¶ LW KHOSV GLVDGYDQWDJHG RU
excluded groups improve their ability to fight against and reduce inequalities, 
HVSHFLDOO\ JHQGHU LQHTXDOLW\ WKXV LW LV µDQ XQTXDOLILHG JRRG¶ IRU WKH
development of human capability, freedom, and plural graduate functionings 
(Walker 2006, 2008).  
 
Walker also dUDZVRQ1XVVEDXP¶V (1997) SHUVSHFWLYHRQ µWKH FXOWLYDWLRQRI
KXPDQLW\¶ EHFDXVH LW LV SUDFWLFDOO\ KHOSIXO    )RU 1XVVEDXP
 KXPDQLW\ LV FXOWLYDWHG E\ WKUHH NH\ FDSDELOLWLHV µFULWLFDO self-
examination¶ µQDUUDWLYH LPDJLQDWLRQ¶ DQG µZRUOG FLWL]HQVKLS¶  DQG LQ
1XVVEDXP  WZR LPSRUWDQW FDSDELOLWLHV IRU ///  µSUDFWLFDO UHDVRQ¶ ± 
µEHLQJ DEOH WR IRUP D FRQFHSWLRQ RI WKH JRRG DQG WR HQJDJH LQ FULWLFDO
UHIOHFWLRQDERXWSODQQLQJRQH¶VOLIH¶DQGµDIILOLDWLRQ¶± µVRFLDOUHODWLRQVHTXDO
UHFRJQLWLRQDQGYDOXLQJ¶± DUHUHJDUGHGDV µDUFKLWHFWRQLF¶DQGVLJQLILFDQW WR
education (Nussbaum 2000: 79, in Walker 2008: 479).  
 
However, Walker (2008: 477±478) argues that Sen and Nussbaum do not 
establish a connection between the capability approach and the processes and 
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outcomes of education, which is what Walker attempts to do in her argument 
in order to explore the practicability of the capability approach in HE 
FRQWH[WV 6KHEULGJHV6HQ¶V WZRFRQFHSWV ± capability and functioning ± to 
IRUPWKHWHUPµIXQFWLRQDOFDSDELOLWLHV¶DQGHVWDEOLVKHVDworking, revisable list 
RI µIXQFWLRQDO FDSDELOLWLHV¶ LQFOXGLQJ µknowledge, social relations, critical 
thinking, imagination and empathy, recognition and respect, active and 
experiential learning, autonomy, confidence, active citizenship, deliberative 
dialogues, and having economic opportunities¶ (Walker 2006, 2008).  The 
FDSDELOLWLHV LQ WKLV OLVW FDSWXUH 1XVVEDXP¶V NH\ FDSDELOLWLHV ± µcritical 
thinking, world citizenship, and imaginative understanding¶, as mentioned 
above. They have significant implications for the teaching and learning in HE 
because, Walker argues, they ought to be what HE aims at equipping its 
learners.  
 
A capabilities-based list pulls together significant attributes, such as self-
formationSHRSOH¶VIUHHGRPRIFKRLFHDQGRSSRUWXQLWLHVDQGVRRQDLPLQJDW
GHYHORSLQJDJUDGXDWH¶VZHOO-being in line with the well-being of others and 
society. Moreover, the capabilities in the list resonate with the ideas of a 
substantial body of work which from the sociological perspective argues that 
the goals of HE are not only for national economic prosperity but also for 
SHRSOH¶VZHOO-being and social justice, and that they should prepare graduates 
for living their whole lives as individuals, workers and citizens. This brings 
me to considering LLL and its relevance to the goals of HE. In the next 
section I will explore why LLL is important and how it is viewed from 
different perspectives.  
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3.4 LLL viewed from different perspectives 
For Field (2006), the concept of LLL originated early in the West with 
Yeaxlee WDONLQJDERXWµHGXFDWLRQDVDOLIHORQJSURFHVV¶ (Yeaxlee 1920: 25, in 
Field 2006: 13), and was made popular by UNESCO during the 1960s and 
1970s with a significant 1972 UNESCO publication Learning to be ± a report 
on the principles of LLL led by Edgar Faure. Simultaneously, the OECD 
(1973, in Field 2006: 14) UDLVHGWKHFRQFHSWRIµUHFXUUHQWHGXFDWLRQ¶WREDFN
up economic development and upgrade or update skills of the workforce. The 
concept of LLL and the learning society emerged again from changes in 
Western economies due to the growth of neo-liberalism in the 1980s and in 
the new trend of socio-economic policies in the 1990s (Morgan-Klein and 
Osborne 2007). In the European Commission White Paper Towards the 
Learning Society in 1995, LLL was considered as D VWUDWHJ\ ZKLFK LV µD
WXUQLQJ SRLQW¶ LQ GHYHORSLQJ Whe discourse of LLL and the learning society 
because it poses the key challenges of the effects of globalisation and the 
knowledge and raises two major solutions: focusing on µD EURDG EDVH RI
knowledge¶ and forming employable capacity for the knowledge economy 
(Morgan-Klein and Osborne 2007: 3). Thus, globalisation and the knowledge 
economy are perceived to be the main impetus in developing LLL (Hinchliffe 
2006). Therefore, LLL has currently been a major issue in policy planning of 
many countries and international organisations. According to Rizvi and 
Lingard (2006: 253 RQH PLVVLRQ RI WKH 2(&'¶V 'LUHFWRUDWH RI (GXFDWLRQ
stated on its website LV µWR assist members and partners in achieving high 
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TXDOLW\///IRUDOO¶DQGdeveloping LLL became one of the six objectives in 
its strategic plan for 2005-2006.  
 
LLL could be broadly defined as µVWUXFWXUHGSXUSRVHIXOOHDUQLQJWKURXJKRXW
the lifespan, from cradle to grave¶ (Maclachlan and Osborne 2009: 575).  It 
includes both lifelong and lifewide, involving continuous formal and informal 
learning (including working and entertaining activities), in formal and 
informal contexts (e.g. home, workplace, colleges, universities, and so on), 
and WKURXJKRXWSHRSOH¶VOLYHV(Aspin and Chapman 2007; Schuetze and Casey 
2006). However, LLL is a contested concept which can be expansive or 
reductive. For human capital approaches, it is more narrowly understood. For 
Barnett and others, LLL is more expansively understood. 
 
3.4.1 The human capital approaches of LLL 
 
The human capital approaches of LLL used by policy-makers, politicians, and 
international organisations aim at economic and social inclusion and are 
guided by neoliberalism, especially human capital theory. These approaches 
tend to be instrumental in considering LLL as a means to achieve personal 
interests and promote employability, local and national economic 
competitiveness to meet the demands of the knowledge economy and 
globalisation (Edwards et al. 2002; Field 2006; Rogers 2006; Walker 2012).  
LLL is defined by the European Commission as: 
(a)ll learning activity undertaken throughout the life, with the aim of 
improving knowledge, skills and competences within a personal, civic, 
social and/or employment-related perspectives.  
(EC 2001, in Schuetze and Casey 2006: 294)   
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To maintain employability and cope with economic and social changes, 
people are obliged to up-skill and re-skill through whole-life education and 
training. Thus, taking part in LLL may not be SHRSOH¶VRZQFKRLFHDQGZLOO, 
but an obligation or a must for them (Coffield 2002; Crowther 2004; Field 
2006). Also, people must be responsible for their own skill development, 
which means that learning (and also financial) responsibility is shifted from 
the state to the individual (Crowther 2004; Field 2006; Olssen 2006). For 
Jarvis (2009a: 272), this definition is more appropriate for adult learning 
rather than LLL and fails to link education and training and HE with LLL. 
Also, as Jarvis points out, employability is the last in the definition, yet seems 
to be the priority in most policy documents by the European Commission and 
European Union (EU). Similarly, the World Bank (2003) strongly asserts that 
LLL is µHGXFDWLRQ IRU WKH NQRZOHGJH HFRQRP\¶ S[LLL DQG LV important to 
training workers for competitions in the global economy. Thus, in LLL 
policies and practices, employability becomes the most important goal, and 
WKLVUHGXFHV///WRµZRUN-OLIHOHDUQLQJ¶LQVWHDGRIµOLIH-VSDQOHDUQLQJ¶(Jarvis 
2009a: 273±274). 
 
About social inclusion, the human capital approaches maintain that LLL 
provides all individuals, including the excluded groups with full participation 
in the community or society (Rogers 2006; Preece 2006; Morgan-Klein and 
Osborne 2007). However, it is argued that such social inclusion is framed 
instrumentally and reductively E\ µHFRQRPLFSURGXFWLYLW\¶ H[FOXVLRQPHDQV
being unable to integrate into the global economy, and thus WKHGLVFRXUVHµLV
motivated more by a political agenda of social control than with issues of 
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VRFLDO WUDQVIRUPDWLRQ WKURXJK HGXFDWLRQ¶ 5L]YL   Therefore, 
Walker (2012) argues that these approaches are reductive because they 
narrow down the concept of LLL to learning for personal interests, economic 
growth, and social control with fewer opportunities for the development of 
µZHOO-EHLQJ¶DQGµVRFLDOMXVWLFH¶ 
 
3.4.2 The expansive approaches of LLL 
 
Although recognising that this economic trend is unavoidable, researchers 
(e.g. Edwards et al. 2002; Aspin and Chapman 2007; Barnett 2006; Rizvi 
2007; Walker 2012) call for an expansive version of LLL. This version differs 
from the human capital approaches in that it includes not only economic but 
also human and social development and emphasises the needs to preserve the 
latter two in the earlier approaches of LLL together with new 
conceptualisations that have recently emerged (Field 2006; Rizvi 2007; 
Walker 2012). Aspin and Chapman argue for WKHµWULDGLFQDWXUHRI///¶ with 
three dimensions: economic growth, personal improvement and 
accomplishment, and µVRFLDOLQFOXVLYHQHVVDQGGHPRFUDWLFXQGHUVWDQGLQJDQG
DFWLYLW\¶ (2007: 34). Rizvi calls for a new discourse of LLL 
which is not trapped within the neo-liberal imaginary, and which does not 
become a mechanism for exclusion and control, which does not shift the 
responsibility for learning from the state to the individual, and places 
emphasis instead on collective, critical, and reflective learning as well as 
learning from experience. 
(2007:129)    
 
Edwards et al. (2002) suggest a LLL theory that emphasises developing 
µUHIOH[LYLW\¶ ZKLFK HQDEOHV SHRSOH WR PDQDJH DQG GLUHFW WKHLU RZQ OLYHV
improve their capabilities, and actively interact with uncertain or dislocated 
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contexts. Barnett (2006HPSKDVLVHVGHYHORSPHQWRIWKHµself¶RUµbeing¶that 
FRPSULVHV RI µDXWKHQWLFLW\¶ µLQGLYLGXDOLW\¶ DQG µKXPDQ GLVSRVLWLRQ DQG
TXDOLWLHV¶LQFRQVWUXFWLQJlifelong learners. He argues that LLL is µDPDWWHURI
continually engaging in forming a sense of oneself in the ZRUOG¶ (ibid.: 63). 
However, the self and the world are reciprocally and interactively related, and 
the world is constantly changing, as such, the self may continually be remade 
and rediscovered (ibid.) 
 
Walker (2012) suggests µa human capabilities model¶ of lifelong education 
that focuses on social equality and justice. This model FRPELQHV 6HQ¶V DQG
1XVVEDXP¶V YLHZV RQ FDSDELOLWLHV DQG HGXFDWLRQ. It includes human capital, 
but focuses on µbeing human¶ with µIXOO KXPDQ IORXULVKLQJ DQG GLJQLW\ WR
FKRRVHDJRRGOLIH¶DQGµZHOO-EHLQJ¶DQGµDJHQF\¶ibid.: 188). µWell-being¶ 
refers to actual chances for a person to do and be what and who they want and 
µDJHQF\¶ means following and recognising their own goals (more about the 
capability approach was analysed earlier) (ibid.). Accordingly, people should 
have freedom to make their own choice about education based on their own 
will without being obliged or used as a means by others and be provided with 
equal opportunities to do so (ibid.). This is opposed to the human capital 
approaches that consider LLL as obligations and means for economic growth. 
Unlike the human capital approaches evaluating equality by income, this 
model uses µZHOO-EHLQJ¶DQG µDJHQF\¶ ibid). On this basis, Walker suggests 
three features of the model, including: (i) a framework to evaluate lifelong 
education XVLQJ µZHOO-EHLQJ¶ DQG µDJHQF\¶ LQVWHDG of income; (ii) people 
having equal RSSRUWXQLWLHVWRFRQVWUXFWµDQHGXFDWLRQFDSDELOLW\¶; and (iii) the 
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development RI µREOLJDWLRQV WR RWKHU¶ ± acting with regards for others as 
responsible members living collaboratively with others in communities (ibid.: 
192). 6KHDUJXHVWKDWWKHKXPDQFDSDELOLWLHVPRGHOLVµWKHULFKHVWPRGHODQG
one most appropriate to an expansive understanding and practice of lifelong 
HGXFDWLRQ¶(ibid.:188). 
 
To sum up, this section has highlighted a broader and more expansive view of 
HE, graduate attributes, and LLL that centres around WKH µIRXU SLOODUV RI
OHDUQLQJ¶ ± learning to know, learning to do, learning to be, and learning to 
live together. Such expansive view differs from the reductive human capital 
approaches in that, in addition to economic and personal development, it 
emphasises intrinsic learning and the formation of key human capabilities and 
functionings for students to fully have a richer human life and prepare for 
LLL. These include not only developing critical, independent, creative, and 
reflexive lifelong learners, but also citizens who are cooperative and 
responsible for others in the community and contribute to social development. 
These underpin and strengthen the conceptual framework of my study, and 
add depth to the sustainable assessment framework outlined in the following 
section. 
3.5 Conceptual framework 
%RXGGHILQHV VXVWDLQDEOH DVVHVVPHQW DV µDVVHVVPHQW WKDWPHHWV WKHQHHGVRI
the present without compromising the ability of students to meet their own 
IXWXUH QHHGV¶ %RXG   7KDW LV LW DLPV DW QRW RQO\ SURYLGLQJ
certification (summative assessment DQG LPSURYLQJ WKH VWXGHQWV¶ SUHVHQW
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learning (formative assessment) but also preparing them for rich future 
learning (Boud 2007, 2009). In this way, sustainable assessment can be 
aligned with human development. Boud and Falchikov maintain that 
µVXVWDLQDEle assessment is not a new type of assessment practice, but a way of 
building on summative and formative assessment to foster longer-WHUPJRDOV¶
(2006:405). The framework of sustainable assessment is generated and 
developed in Boud (2000, 2007, 2009 a, b, 2010a, b, c), Boud and Falchikov 
(2005, 2006, 2007, 2008), and the University of Technology Sydney (UTS) 
Assessment Futures Project (2009). 7KLV VHFWLRQ ZLOO H[SORUH %RXG¶V own 
view about LLL and assessment and the main features of his sustainable 
assessment framework. 
 
3.5.1 %RXG¶VYLHZon LLL and assessment  
 
Boud developed the framework with the key proposition that one of the main 
purposes that HE assessment should aim at is to prepare students for LLL in 
order to establish a learning society (Boud 2000). However, among different 
views on the concept of the learning society, Boud supports Edwards¶V idea 
RQ WUDQVIHUULQJ IURP µDQ HGXFDWHG VRFLHW\¶ RU µD OHDUQLQJ PDUNHW¶ into 
µOHDUQLQJ QHWZRUNV¶ where learners actively participate DQG XVH µD OHDUQLQJ
approach to OLIH¶IRU practising different learning activities (Edwards 1997, in 
Boud 2000:153). Boud also highlights %DUQHWW¶V (1999) argument for 
preparing VWXGHQWV WR IDFH WKH DJH RI µVXSHUFRPSOH[LW\¶ DQG µWKH QHHG IRU
ZRUN WREHFRPHOHDUQLQJDQG OHDUQLQJ WREHFRPHZRUN¶, as well as Bowden 
and 0DUWRQ¶V  LGHD DERXW HTXLSSLQJ VWXGHQWV ZLWK FULWLFDOLW\ WR GHDO
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with unknown situations(ibid.:153). On this basis, he presents his own 
perspective on how to prepare students for a learning society WKDW µOHDUQHUV
today will continue to be learners throughout their lives more than ever 
EHIRUHLQZRUNLQIDPLOLHVDQGLQFRPPXQLWLHV¶ibid.: 153). In other words, 
for Boud, HE students should be supported to develop capacities for LLL so 
that they can function well in multiple aspects of their future lives. 
 
While capacities of university students were described by Cardinal Newman 
in 1853 LQ WHUPV RI µFRJQLWLYH FRPPXQLFDWLRQ DQG LQWHUSHUVRQDO VNLOOV DQG
³FHUWDLQ DIIHFWLYH TXDOLWLHV´¶ and most of them could still be seen in the 
description of skills for LLL in the 1997 Dearing Report, the present approach 
to LLL by policy makers tend to focus more on developing generic skills for 
employability prescribed in the programme learning outcomes and perceived 
to be in line with assessment (Boud and Fachikov 2008: 87±88). Such 
emphasis may cause some problems, and the first is those with LLL skills 
lists. Boud and Falchikov (2008) point out the ideas of Carr and Claxton 
(2002) and Knight and York (2003) about the variety of these lists due to 
influences of cultural and national values and FRPSLOHUV¶RZQSHUVSHFWLYHV, as 
well as their over-idealisation, decontextualisation, and separation from 
realities or actual use of businesses. As they maintain, those problems may 
cause difficulties in choosing and shaping assessment to assess the listed 
skills. Secondly, for them, the demonstration of how generic skills are 
transferred from one context to the others is still insufficient. They use 
Bouden and Marton¶V (1998) explanation that the reason is due to a lack of 
contextualisation in teaching and learning, which consequently makes 
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learning and assessment become shallow. Thus, Boud and Falchikov 
emphasise that learning should take place in different contexts. Thirdly, as 
they point out, there are various viewpoints on formal and informal learning, 
and regularly learning in HE seems to be considered as formal learning, 
separated from LLL. Therefore, they argue that learning in HE should connect 
with and support LLL and that assessment needs WRGHYHORSVWXGHQWV¶FDSDFLW\
to self-assess and direct their learning in order to become LLL learners. In 
other words, assessment should become an important part of LLL (Boud 
2000). However, do the contemporary assessment practices fulfil this role?  
 
As discussed in Chapter 2, assessment is often perceived to include two main 
purposes: for certification (summative assessment) and for learning 
(formative assessment). However, according to Boud (2007), the dominant 
assessment discourse viewed by policy makers which primarily focuses on the 
summative purpose ± certifying student achievement, measuring learning 
outcomes, and ensuring quality and standards ± has the consequences of 
undermining the formative purpose of supporting student learning; and 
making assessment appear for the advantages of others rather than students 
(Falchikov and Boud 2008). Furthermore, summative discourse tends to 
construct VWXGHQWV DV µSDVVLYH VXEMHFWV¶ FRPSO\LQJ ZLWK µDVVHVVPHQW
EXUHDXFUDF\¶± assessment regulations and the process of measurement and 
classification ± and this goes against supporting VWXGHQWV WR EHFRPH µDFWLYH
OHDUQHUV¶ ZKR FDQ PDNH WKHLU RZQ GHFLVLRQV DQG G\QDPLFDOO\ HQJDJH LQ
learning and assessment (Boud 2007: 17). Boud (2010b) also maintains that 
with the present assessment practices, students seem to depend on teachers, 
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playing a passive role of µEHLQJ DVVHVVHG¶ and receivers of information and 
feedback. In addition, feedback in assessment policy documents tends to be 
treated as the only factor that affects learning, which PD\ KLQGHU µWKH
GHYHORSPHQWRIDPRUHVRSKLVWLFDWHGDVVHVVPHQWGLVFRXUVH¶Boud 2007: 18). 
$V KH H[SODLQV IHHGEDFN VHHPV WR EH µD SDVVLYH DFW¶ DFTXLUHG E\ VWXGHQWV 
from teachers, and it is only effective when there is evidence that VWXGHQWV¶
work is improved thanks to feedback; yet in reality it is difficult to find out 
such evidence or feedback is often given too late for students to adjust their 
work (2007: 18).  For Boud, attention should be paid to not only feedback but 
other aspects of learning and assessment and learning must be the core of any 
assessment innovation. Essentially, formative assessment, according to Boud 
DQG )DOFKLNRY   KLJKOLJKWV µLPPHGLDWH RXWFRPHV¶ RU µLPPHGLDWH
OHDUQLQJFRQFHUQV¶RIDFRXUVHRUDSURJUDPPH and consequently may not pay 
enough attention to equipping students with capacities for future learning.  
 
In identifying problems of LLL and assessment dominant perspectives, Boud 
remarks that the present assessment discourse and practices seem to be 
insufficient to prepare students for future changes, complexities, and lifelong 
learning. Thus, he argues for a reconceptualisation of assessment towards 
µVXVWDLQDEOHDVVHVVPHQW¶ RUµDVVHVVPHQWIRUOHDUQLQJLQWKHORQJHUWHUP¶ 
 
3.5.2 The framework of sustainable assessment  
 
The framework of sustainable assessment includes four main conceptual 
features ± (i) being sustainable, (ii) developing informed judgement, (iii) 
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constructing reflexive learners, and (iv)forming the becoming practitioner. 
These are the theoretical base and principles of sustainable assessment. In 
addition to these features, the framework also is comprised of eight key 
elements for practice ± (i) engaging students, (ii) integrative activities, (iii) 
authentic activities, (iv) students designing assessment, (v) learning and 
judgement, (vi) modelling and practices, (vii) working with peers, and (viii) 
giving and receiving feedback (Boud and Falchikov 2007; Boud 2009a,b, 
2010a; UTS Assessment Future Project 2009). They are put together into a 
diagram that I designed (see Figure 3.1). 
 
 
 
  
 
Figure 3.1 My diagram of Boud's framework of sustainable assessment 
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 Four PDLQ FRQFHSWXDO IHDWXUHV RI %RXG¶V VXVWDLQDEOH DVVHVVPHQW
framework 
 
(i) Being sustainable  
 
Assessment is sustainable when it responds to not only university learning 
requirements and outcomes but also to what is needed for future learning and 
work and highlights developing contextualised higher±order knowledge and 
skills (Boud 2010a). To prepare students for the future, for Boud (2010 a), 
assessment tasks VKRXOGQRWDVVHVVVWXGHQWV¶DELOLW\WRPHPRULVHIDFWVZKLFK
may promote rote learning. Instead, they should get students engaged in 
critically analysing and solving challenging problems (Boud and Falchikov 
2005, 2006). However, according to Boud and Falchikov (2006, 2008), there 
seems to be lack of connection between HE assessment and the world of 
work; thus they argue for providing students with opportunities to apply 
different work contexts in learning and assessment activities. In order to do 
so, assessment tasks need to be authentic, that is, they must be linked to real 
work and life situations (Boud and Falchikov 2006, 2007). Nevertheless, 
when contextualisation and authenticity of assessment are considered as 
important, assessment may not necessarily take place in real working contexts 
but can be their simulations or models (UTS Assessment Future Project 
2009). 
 
Moreover, assessment is sustainable when it prevents students from 
depending on others, especially lecturers (Boud 2010a). As stated in the 
µ$VVHVVPHQW¶Rne of the conditions for most effective assessment is that 
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students and lecturers should EH µSDUWQHUV¶ LQ OHDUQLQJDQGDVVHVVPHQW UTS 
Assessment Future Project 2009). In addition to being sustainable, developing 
µLQIRUPHGMXGJHPHQW¶ is the core of %RXG¶V framework that the next section 
will explore. 
 
(ii) Developing informed judgement 
 
For Boud (2009a), judgement is a daily activity that people make at work and 
in life about where they are, the effectiveness of what they have done, and 
what they should do in future, either individually or collectively; thus students 
QHHG WR IRUP WKH FDSDFLW\ IRU PDNLQJ µLQIRUPHG MXGJHPHQW¶ µInforming 
MXGJHPHQW¶LVWRLQIRUPWKHDELOLW\of judging an issue based on evidence and 
situations, thoroughly concluding and acting upon this judgement (Boud 
2007). It implies direct connections between assessment and learning and puts 
learning at the core ± µOHDUQLQJWRIRUPMXGJHPHQW¶µIRUPLQJMXGJHPHQWDERXW
OHDUQLQJ¶, DQG µLQIRUPLQJ MXGJHPHQW IRU IXWXUH GHFLVLRQ-making about 
OHDUQLQJ¶ (Boud 2007: 19). In other words, µinforming judgement¶emphasises 
informing students about not only RWKHUV¶MXGJHPHQW on their learning but also 
their own judgement to be eligible for certifications, but more importantly, to 
improve their present and future learning (Boud 2007, 2009a). µ,QIRUPed 
MXGJHPHQW¶ GRHV QRW VLPSO\ UHIHU WR one-way assessment from teachers to 
students. It is a multi-dimensional concept, combining assessment by 
teachers, peer assessment, and self-assessment, connecting summative and 
formative assessment to LLL, and putting GHYHORSLQJ VWXGHQWV¶ VHOI-
assessment capacity at the centre.  
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Boud and Falchikov (2007: 186±190) suggest a model to build up µinformed 
MXGJHPHQW¶ ZLWK ILYH non-linear and interrelated elements, summarised as 
follows: 
1. Identifying self as an active learner: Learners should be supported 
to position themselves primarily as learners and especially as 
µDFWLYH OHDUQHUV¶ WKURXJK GLIIHUHQW DXWKHQWLF OHDUQLQJ DQG
assessment activities that promote their full engagement and 
participation from the design stage to the end.  
2. Identifying own level of knowledge and the gaps in this; finding 
ways of moving from what is known to what it is desirable to 
know: Learners should be helped to recognise what they know 
and do not know, what knowledge and skills they still need to 
develop, what their goals are, and what they should do to attain 
them. THDFKHUVQHHGWREHDZDUHRIOHDUQHUV¶knowledge level and 
their ability of making judgement in order to use appropriate 
teaching strategies to better support them in this process.   
3. Practicing testing and judging: Instead of being passively 
assessed and receiving feedback from lecturers, students should 
be supported to assess their own work, apply assessment criteria 
and standards, and use their understanding, knowledge, and skills 
they have accumulated in the courses. This ability can be built up 
through suitable self-assessment tasks, feedback from multiple 
sources, and peer assessment. 
4. Developing judgement skills over time: Assessment tasks must 
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help students OHDUQ WR µWDNH WKH LQLWLDWLYH¶ µFRQVLGHU ULVN¶ DQG
become confident on assessing their own learning (p. 189), and 
this needs to be highlighted and accommodated into the 
curriculum, as well as teaching, learning, and assessment 
activities in all stages of the entire programme. 
5. µEmbodying reflexivity and commitment: Learners need to become 
conscious and reflexive about their learning at the beginning of 
the judgement process, and this is continuously renewed and built 
up. Reflexivity and constructing reflexive learners will be further 
discussed in the next section.  
 
(iii) Constructing reflexive learners 
 
For Boud (2007), assessment should form reflexive, self-regulated learners. 
He explains that reflexivity originates from social theory and self-regulation 
from psychology but both refer to OHDUQHUV¶DELOLW\ WR UHIOHFWDQGGLUHFW WKHLU
performance, view their learning in context, and consciously meet the 
demands of the tasks. Reflexivity and self-regulation are more than skills; 
they are µGLVSRVLWLRQV DQG DQ RULHQWDWLRQ WR ERWK ZRUN DQG OHDUQLQJ¶ (Boud 
2007: 22) WKDW PXVW EH µHPERGLHG LQ WKH SHUVRQ RI WKH OHDUQHU¶ %RXG DQG
Falchikov 2007: 190). They are fundamental factors in forming confident and 
active learners who are µSUR-active¶, µJHQHUDWLYH¶, and responsible for their 
learning (Boud 2010a, b). Accordingly, learners must dynamically get 
engaged in assessment, such as participating in the formation of criteria and 
VWDQGDUGVJLYLQJFULWLFDOIHHGEDFNRQWKHLUSHHUV¶ZRUNV, and assessing their 
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own work (Boud 2010 a). However, Boud (2007, 2010a) notices that 
improving reflexivity and self-regulation may not work if we just focus on 
assessment, for example, inserting self-assessment and peer assessment tasks 
into the course or giving feedback, but this needs to be emphasised in all 
activities throughout the whole programme.     
 
(iv) Forming the becoming practitioner 
 
Assessment is the key element WR FRQVWUXFWLQJ µWKH EHFRPLQJ SUDFWLWLRQHU¶ 
(Boud 2010a). Boud PHQWLRQV 'UH\IXV DQG 'UH\IXV¶  VWDJHV RI
EHFRPLQJ µDQ H[SHULHQFHG SUDFWLWLRQHU¶ µnovice, advanced beginner, 
competence, proficiency, expertise, mastery, and practical wisdom¶ in which 
the latter, especially µpractical wisdom¶, are more essential to learning 
(2010b: 30). +H VXSSRUWV 'UH\IXV¶V RSLQLRQ WKDW µpractical wisdom¶ goes 
beyond µexpertise¶ and µmastery¶ GHYHORSV WKH ZD\ VWXGHQWV¶ YLHZ
themselves, other people, and things around them, and enables further 
learning ± µWKHJHQHUDODELOLW\ WRdo the appropriate thing, at the appropriate 
WLPHDQGLQWKHDSSURSULDWHZD\¶'UH\IXVLQ%RXG+H
DOVR EDFNV XS 'UH\IXV¶V DUJXPHQW IRU SXWWLQJ µHPERGLPHQW¶ DW WKH FRUH RI
forming practitioners and expands the characteristics of reflective practice to 
include: contextualisation ± considering the significance of contexts in which 
practice takes place; transdisciplinarity ± recognising that practitioners 
coming from different backgrounds, specialisations or cultures work in groups 
or teams to solve a problem collectively rather than individually, which 
UHTXLUHV  WKHP WR VHH LW LQ DQRWKHU SHUVRQ¶V YLHZ UDWKHU WKDQ WKHLU  RZQ; 
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embodiment ± involving SUDFWLWLRQHUV¶ engaging emotion, will, and 
commitment in practice, coproduction ± emphasising µFR-productive 
UHODWLRQVKLSV¶ RI practitioners and colleagues in terms of knowledge, skills, 
and power (2010b: 33±35). For Boud (2009a, 2010b), this helps move the 
focus of practice from individualistic to collective. 
 
Boud (2010a) remarks that constructing practitioners in learning and 
assessment requires all the above-mentioned features of learners ± reflexive, 
responsible for, and confident and able to develop skills to make µLQIRUPHG
judgement¶ about their own learning. It also encourages learners to be active 
by initiating and owning the assessment process instead of playing a passive 
role (ibid.). However, as Boud argues, from the collective viewpoint of 
practice, students should not work in isolation but together with peers to form 
capacLW\IRUMXGJHPHQWDQGHQJDJHLQµFRPPXQLWLHVRIMXGJHPHQW¶ZLWKRWKHU
people involved, both academically and professionally (ibid.).He also 
emphasises the necessity for assessment to support students compare their 
judgement with standards and the judgement of others, which he calls 
µFDOLEUDWHMXGJHPHQW¶+HPDLQWDLQVWKDW 
Learners will act on the basic of their belief in their own judgement. If 
these are flawed, it is much more serious than having particular knowledge 
gaps. Assessment activities must therefore allow students to make 
calibrations of their judgements in comparison with others....The use of 
yardsticks is not a return to discredited forms of norm-based assessment; it 
ensures that students can have judgement of their own work tested 
alongside the judgement of others according to practice standards.  
 
(ibid.: 257) 
 
These four main features, as explored above, provide theoretical and 
conceptual grounds IRU%RXG¶VVXVWDLQDEOHDVVHVVPHQWIUDPHZRUN. Embedded 
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into these conceptual features are eight key elements for practice which will 
be briefly introduced in the following section. 
 
 .H\ DVVHVVPHQW HOHPHQWV RI %RXG¶V IUDPHZRUN of sustainable 
assessment 
 
Boud (2010a) and UTS Assessment Future Project (2009) introduce eight key 
assessment elements to guide assessment practices, summarised as follows: 
(i) Actively engaging students in learning tasks: Students need to get 
engage early and continuously in the assessment process as active 
learners through class participation, judgement of samples of other 
VWXGHQWV¶ ZRUN LGHQWLILFDWLRQ DQG GHYHORSPHQW RI DVVHVVPHQW
standards and criteria.  
(ii) µ$XWKHQWLF¶ DQG LQYHVWLJDWLYH DFWLYLWLHV: Students are required to 
deal with real-life problems as professional practitioners. Some 
examples of authentic tasks can be: authentic presentation, 
research projects or investigations, and negotiation with lecturers 
on an assessment tasks. 
(iii) Students designing assessments: This UHIHUV WR VWXGHQWV¶ FUHDWLRQ
and justification of assessment activities, including: taking part in 
designing assessment tasks, creating assessment rubrics, and 
negotiating with their lecturers about their learning programme 
and assessment.       
(iv) Integrative tasks: Students are enabled to holistically look at their 
learning through various tasks connecting with each other in a unit, 
module and across modules, courses, and the whole programme. 
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For example: staged assignments, learning portfolios or journals, 
assessment tasks connected to key skills or learning outcomes. 
(v) Becoming aware of learning and judgement: Students can develop 
reflexivity and self-regulation through choosing appropriate 
learning tasks, doing self-tests and using results to adjust and 
improve learning, as well as reflecting what they know and do not 
know. 
(vi) Modelling and practice: This involves providing students with 
sampled answers and works, as well as chances for them to solve 
problems in their learning materials or to use feedback to upgrade 
their work.     
(vii) Working with peers: Students can form the ability to work 
collaboratively with others through peer coaching (pair or group 
work), group assessment, team or group work on problem solving.   
(viii) Giving and receiving feedback: This is considered as central to 
assessment that supports learning and can take the form of 
DVVHVVRUV¶ IHHGEDFN SHHU IHHGEDFN DQG VWXGHQWV¶ µFDOLEUDWLRQ RI
MXGJHPHQW¶+RZHYHU%RXGDQRWLFHVWKDWIHHGEDFNLVRQO\
HIIHFWLYH ZKHQ WKH µIHHGEDFN ORRS¶ LV FRPSOHWH WKDW LV WKHUH LV
evidence that feedback helps improve VWXGHQWV¶ZRUN 
 
:LWK LWV IRXU PDLQ FRQFHSWXDO IHDWXUHV DQG HLJKW NH\ HOHPHQWV %RXG¶V
framework of sustainable assessment tends to go EH\RQG WKH µFRQVWUXFWLYH
DOLJQPHQW¶ (Biggs 2007) of teaching, learning, assessment, and learning 
outcomes, to promote OHDUQLQJ ZKLFK LV µVRFLDOO\ FRQVWUXFWHG SDUWLFLSDWLYH 
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HPEHGGHG DQG QHFHVVDULO\ FRQWH[WXDOLVHG¶ %RXG DQG )DOFKLNRY  
and align HE learning and assessment with LLL (Boud 2010a). The 
framework encourages the development of key graduate attributes and 
captures the main features of the expansive version of LLL that have been 
analysed in the previous sections of this chapter. However, Boud and 
Falchikov (2008: 92±96) also identify some problems that may hinder the 
application of sustainable assessment. First, problems originate from the 
assessment regime that emphasises summative rather than formative 
assessment to be easier for grading and quality assurance, insufficiently 
conceptualised LLL outcomes, the curriculum and assessment practices 
managed by groups that tend to overlook the complexity of practice across 
disciplines, and restricted forms and unsophisticated assessment activities 
(Boud and Falchikov 2008: 92). The second problem lies with the learners. 
For Boud and Falchikov (2008), what hinders students most is the influence 
of their past experience of being assessed on what they expect and how they 
behave now. That is, students experiencing humiliation or distress in 
assessment may be offensive or respond negatively to it, and it is difficult to 
change the expected role of students in learning and assessment (ibid.). The 
third is that it is challenging to prepare students for an unpredictable future in 
WKH DJH WHUPHG E\ %DUQHWW  DV µVXSHUFRPSOH[LW\¶ since the dominant 
perspective of LLL highlights employability, yet employment requirements 
may not be predicted due to rapid changes of the world (ibid). Finally, lacking 
alignment among curriculum, teaching, learning and assessment activities, 
and learning outcomes in the whole programme also hinders the 
implementation of sustainable assessment (ibid.) 
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Acknowledging these problems helps us evaluate possible barriers that we 
may encounter if we apply the framework so that we can have appropriate 
solutions. As sustainable assessment implies a change from a measurement 
into an educational assessment discourse (Boud 2007), it is important to 
educational reforms since it provides a vision for universities, policy makers, 
and lecturers to think about and reconceptualise their assessment perspectives, 
policies, and practices in order to prepare students for LLL. 
3.6 Conclusion 
The conceptual framework for this study of assessment draws in the first 
instance on %RXG¶V framework of sustainable assessment. Related to this 
overarching framework and enriching it DUHFRQFHUQVZLWKVWXGHQWV¶ LQWULQVLF
educational development, their development as lifelong learners and the 
formation of their multi-dimensional attributes and functionings in context of 
globalisation and knowledge economy drivers which privilege human capital 
and the instrumental ends of HE. It is further situated against practices of 
assessment and feedback which seems not to be working well in universities. 
Taken together these ideas frame the methodology, methods and data 
analysis. What is then possible in the contexts of UK and Vietnamese HE, 
informed by the theorisations and literatures sketched in this thesis, will then 
be explored using empirical data. 
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4 Chapter four: Methodology and methods 
 
4.1 Introduction 
This chapter is a critical narrative of my research journey, which was 
challenging, with difficulties and uncertainties I encountered and tried to 
overcome, yet interesting and rewarding when it helped improve my learning 
experience in doing cross-national research and nurturing my hope of 
contributing to potential changes in assessment, especially in the Vietnamese 
context. I will discuss my epistemological stance, theoretical perspective, 
comparative research in its relations to globalisation, postcolonialism, and 
internationalisation, and positionality of myself as the researcher. I will then 
describe, explain, and critique the methodology as a case study which is 
qualitative, comparative and collective, and methods of data collection, 
including semi-structured interviews with 22 staff in both cases, four final 
year student focus groups, an action-based intervention at the English 
department of the HCMU, and policy document analysis. Finally, I will 
explain how the data was analysed. 
 
For Crotty (2003: 3), there are four important interrelated elements that need 
to be considered before conducting a study: the methods to be utilized, the 
methodology justifying the utility of these methods, the theoretical 
perspective informing and explaining the methodology, and the epistemology 
accommodated in the theoretical perspective and the methodology and 
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explaining the meaning of knowledge. In the next sections, I will describe and 
explain the choices of these elements in my research. 
4.2 Epistemology and theoretical perspective ± constructionism and 
interpretivism 
Epistemology refers to how we understand and explain the theory of 
knowledge and includes objectivism, constructionism and subjectivism (Crotty 
)URPREMHFWLYLVWV¶SHUVSHFWLYHmeaning (or truth) exists inherently 
in the object and independently from people and waits to be discovered 
(Bryman 2008; Crotty 2003; Wellington 2000). In contrast, constructionists 
DUJXH WKDW PHDQLQJ LV µD KXPDQ FRQVWUXFW¶ DQG WKXV FDQQRW EH LQGHSHQGHQW
from people; instead, it is constructed differently by different people through 
their interaction with the real world (the object) and is constantly revised 
(Crotty 2003). Different from objectivists and constructionists, subjectivists 
maintain that meaning is not formed by the interaction between the subject 
and the object, but inflicted by the subject on the object (Crotty 2003).  
 
Epistemology, for Crotty (2003), plays the role of informing a theoretical 
perspective. He classifies theoretical perspective into different types; among 
them are the two contrasting approaches, positivism and interpretivism. 
Positivism is about applying the methods of natural sciences to study social 
sciences with the belief that knowledge is objective and separated from the 
knower, and thus positivists seek generalisations that are independent from 
time, values and contexts (Bryman 2008; Cousin 2009; Crotty 2003; 
Wellington 2000). Therefore, positivism is embodied in objectivism. 
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Meanwhile, for interpretivists, knowledge is a human construct and thus it is 
subjective and inseparable from the subject and should be understood and 
interpreted in its relation to time, values, and social contexts (ibid.). Thus, 
interpretivism is incorporated in constructionism. One of the key differences 
between positivism and interpretivism is, as Cousin states:  
Cultures of inquiry associated with positivism could be said to pursue 
explanations of and predictions about human behaviour, while those 
associated with interpretivism aspire to generate understandings and 
insights in contexts that are held to be inherently too unstable for reliable 
predictions to be made.  
(2009: 9)  
 
 
This research took constructionism and interpretivism as its epistemological 
stance and theoretical perspective because I VKDUHFRQVWUXFWLRQLVWV¶EHOLHIWKDW
SHRSOH¶VFRQFHSWLRQVH[SHULHQFHDQGSUDFWLFHVRIDVVHVVPHQWLQWKHUHVHDUFK
are constructed, developed, or transferred through their interaction with other 
people and the real world around them. Because the research was carried out 
with participants in two countries, their conceptions and experience were 
assumed to be constructed differently due to their own socio-cultural values 
and economic and HE contexts. Also, the research sought understandings and 
insights on assessment from multiple perspectives ± senior managers, 
lecturers, and students in the UK and Vietnam ± in order to find out and 
explain the differences and similarities. For these reasons, constructionism 
and interpretivism were adopted as the epistemology and theoretical 
perspective that guided the methodology and methods in this research.  
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4.3 Methodology and methods 
Methodology is defined as a strategy, plan, or activity that selects, determines 
and evaluates the methods used in research (Crotty 2003 ; Wellington 2000). 
The methodology in this research is µcase study¶, which is qualitative, 
comparative, and collective. It was chosen in justification of own features, 
strengths, and potential weaknesses of case study, as well as in comparison 
with other methodologies. 
 
Case study is defined by Stake (1995: xi) as µWKHVWXG\RIWKHSDUWLFXODULW\DQG
complexity of a single case, coming to understand its activity with important 
FLUFXPVWDQFHV¶ 7KLV GHILQLWLRQ KLJKOLJKWV VRPH RI LWV NH\ IHDWXUHV DV EHLQJ
specific, complex, and contextualised, which are also shared by Simons who 
expands her definition to include aim and research emphasis (2009). For her, 
case study is in-depth, empirical, carried out in real life contexts, and allows 
multiple perspectives and various methods of data collection. Thomas (2011: 
12-14) develops these features further with the inclusion of two combined 
FRPSRQHQWV D µVXEMHFW¶ ± what we are interested in studying, and an 
µDQDO\WLFDO IUDPH¶ ± the theoretical base for our study. Different from Stake 
and Simons, Thomas (2011) focuses more on the analytical aspect of case 
studyµThe case that is the subject of the inquiry will be an instance of a class 
of phenomena that provide an analytical frame ± an object ± within which the 
study is conducted and which the case illuminates and explicates¶ (p. 23). 
Each of these definitions emphasises different features which are 
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simultaneously strengths of case study, and they provide the rationale for me 
to choose case study as the methodology in my research. 
 
For Stake (2005) and Simons (2009), case study is not obligatorily qualitative; 
although qualitative methods are more frequently used in case study because 
qualitative enquiry allows in-depth and contextualised exploration and 
interpretation of the research topic. Taking its epistemological stance as 
constructionism and the theoretical perspective as interpretivism, as well as its 
purpose of in-depth and detailed understandings and explanations of 
assessment in two cases through multiple perspectives in the UK and 
Vietnamese contexts, my case study is naturally qualitative. It encompasses 
the features of qualitative research identified by Luttrell: 
Qualitative research is defined by an effort to highlight the meanings 
people make and the actions they take, and to offer interpretations for how 
and why. Qualitative research is committed to participants using their own 
words to make sense of their lives; it places an importance on context and 
process; it rest on a dialectic between inductive and deductive reasoning; 
and uses iterative strategies to comprehend the relationship between social 
life and individual subjectivities. Doing qualitative research involves a 
KHDOWK\ VFHSWLFLVP DERXW ZKHWKHU ³WR VHH LV WR NQRZ´ DQG LQVWHDG FDOOV
upon us to look at people (including ourselves as investigators), places and 
events through multiple and critical lens.  
(2010:1) 
 
 
Stake (1995, 2005) classifies case study into three types: intrinsic, 
instrumental, and multiple or collective. Intrinsic means the study is made 
EHFDXVH RI WKH UHVHDUFKHU¶V LQWHUHVW LQ XQGHUVWDQGLQJ WKH FDVH LWVHOI
instrumental refers to using the case to understand something else, not the 
case itself; multiple or collective is a special form of instrumental case study 
that comprises of a number of cases (Stake 2005: 445±446). Comparative 
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cases also belong to multiple or collective (Thomas 2011: 141). Apart from 
WKHVH WKUHH W\SHV WKHUH DUH µcases within the case¶ ZKLFK 6WDNH FDOOV
µHPEHGGHG¶ RU µPLQL FDVHV¶ 6WDNH   )URP VXFK GLVWLQFWLRQ P\
research is comparative because it explored the similarities and differences 
between the two UK and Vietnamese cases. Thus, this case study is collective 
because it includes a number of cases. There is also a mini case ± the peer-
feedback intervention in the English department of the HCMU ± Vietnam. 
 
Thus, the above-mentioned features of qualitative case study by Stake (2005), 
Simons (2009), Luttrell (2010), and Thomas (2011) can be summarised and 
illuminated in my case study research, as in Table 4.1. 
 
Table 4.1 Illuminating features and strengths of qualitative case study with my 
research 
 
Features and  strengths of 
qualitative case study 
My case study research 
Design and type Qualitative, comparative, and collective 
 
Two parts of a case:  
 The subject 
 The analytical frame 
 Student assessment. 
 %RXG¶VIUDPHZRUNRIVXVWDLQDEOH
assessment. 
Bounded and unique 
 
Explored only two cases: one in the UK 
and one in Vietnam 
In-depth, detailed explorations 
and understandings and insights 
of  the complexity and 
particularity of a case , and its 
rich, holistic picture 
In-depth, detailed understandings and 
insights of assessment in the two cases and 
their rich, holistic pictures, as well as 
explanations of their similarities and 
differences  
Multiple perspectives and 
contested viewpoints 
 
Multiple and contested viewpoints of 
different types of participants: senior 
managers, lecturers, and students. 
Real-life contexts 
 
Data was collected and interpreted in the 
context of the Sociology and English 
departments of the MU and the HCMU 
and in the HE, economic, socio-cultural 
contexts of the UK and Vietnam. 
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Together with the justification of its features and strengths, the comparison 
between case study and other methodologies was also a base for the selection 
of case study as my research methodology. 
 
4.3.1 Case study compared with other methodologies and illuminated in my 
research 
 
Other methodologies, such as survey and experiment, did not seem 
appropriate. This can be seen through the comparison between survey and 
experiment with case study by Hammersley and Gomm (2000, in Thomas 
2011: 10), Hammersley (2010), and Thomas (2011:11), which is also 
illuminated with my case study research, as in Table 4.2. Like survey and 
experiment, ethnography was also not suitable since one of the key methods 
of ethnography is observation (Cousin 2009). However, due to the research 
questions, observation is not a preference in this research. Apart from these 
above compared features and strengths, there are also assumptions about 
limitations of case study; among them are subjectivity and generalisation.              
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4.3.2 Subjectivity and generalisation in qualitative case study research   
 
The potential weaknesses of qualitative case study are perceived to include its 
subjectivity and the impossibility of generalisation. However, Stake (2005) 
and Simons (2009) maintain that subjectivity is unavoidable and to some 
Table 4.2 Case study compared with other methodologies and illuminated in my 
research 
 
 Case study My case study 
research  
Experiment Survey 
Investigates one case or a 
small number 
of cases 
a small number of 
cases, including two 
departments of each 
university and one mini 
case as intervention 
a relatively 
large number 
of cases 
A relatively 
large number 
of cases 
 
Data 
collected 
and analysed 
about...  
a large 
number of 
features of 
each case 
different features of 
assessment policies, 
perspectives and 
practices 
a small 
number 
features of 
each case 
A small 
number of 
features of 
each case 
 
Study of... 
 
naturally 
occurring 
cases where 
the aim is not 
to control 
variables 
naturally occurring 
cases: how assessment 
is carried out at the 
selected departments of 
the two universities 
cases where 
the aim is to 
control 
variables 
naturally 
occurring 
cases selected 
to maximise 
WKHVDPSOH¶V
representativen
ess of a wider 
population 
Quantificati
on of data... 
is not a 
priority  
qualitative data is a priority is a priority 
Using... many 
methods and 
sources of 
data  
various qualitative 
methods: policy 
document analysis, 
semi-structured 
interviews, focus 
groups, and 
intervention 
one method one method 
Aiming to... 
 
look at 
relationships 
and processes 
Explore and compare 
the assessment process, 
policies, and 
perspectives in the UK 
and Vietnamese cases 
in relation to the HE, 
economic, socio-
cultural contexts  
look at 
causation 
look for 
generalisation 
 
(Hammersley and Gomm 2000, in Thomas 2011: 10; Hammersley 2010, Thomas 
2011:11) 
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extent can be considered as the strength in exploring and interpreting a 
TXDOLWDWLYHFDVH$V6WDNHH[SODLQVPRVWFDVHVWXG\UHVHDUFKLVµWKHHPSLULFDO
study of human activiW\¶ WKXV TXDOLWDWLYH GDWD LV QHFHVVDULO\ VXEMHFWLYH
EHFDXVH LW LV JHQHUDWHG IURP SHRSOH¶V RSLQLRQV IHHOLQJ DQG H[SHULHQFH LQ
their own circumstances and contexts (2005: 454). For him, one of the ways 
to reduce too much subjectivity is triangulation ± using different methods of 
data collection. 
 
In terms of generalisation, for Simons (2009) it is not always needed because 
FDVHVWXG\DLPVDW µSDUWLFXODULVDWLRQ± to present a rich portrayal of a single 
setting to inform practice, establish the value of the case and/or add to 
knowledge of a specific topic¶ (p.24). Also, it is argued that  it is possible to 
generalise from a qualitative case study, not statistical generalisation as in a 
survey, but rather ZKDW %DVVH\   WHUPV DV µfuzzy generalisation¶ 
UHIHUULQJ WRXQFHUWDLQFODLPV VXFKDV µLW LV OLNHO\¶ µLW LVSRVVLEOH¶ µPD\EH¶
and so on. It is also possible WR PDNH ZKDW 6WDNH  FDOOV µnaturalistic 
generalisation¶± JHQHUDOLVDWLRQPDGHFRPSOHWHO\ IURPµSHUVRQDORUYLFDULRXV
H[SHULHQFH¶ S . That is, based on their experience, people can make 
inferences or link what is relevant in the case to their own circumstances or 
FRQWH[WV &DVH VWXG\ DOVR DOORZV µcross-case generalisation¶ H[SODLQHG E\
Simons (2009: 164) as generation bounded within collective cases and 
generated from the analysis of the similarities, differences, and 
interconnection between these cases.   
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The data in my research is mostly qualitative. The rigorous triangulation of 
methods ± µdocumentary analysis¶, µsemi-structured interview¶, µfocus group¶, 
and µintervention¶ ± and reasoned analysis helps avoid the pitfall of 
subjectivity, misinterpretation, or bias. In addition, I focus more on 
particularisation in hoping to provide a rich and holistic picture of student 
assessment in the UK and Vietnamese cases. Thus, this research can bring 
about the above-PHQWLRQHG µFURVV-case, naturalistic, or fuzzy generalisatiRQ¶
that may be inferred and hopefully lead to potential changes in assessment, 
especially in the Vietnamese HE context.      
 
Given its features and strengths compared with other methodologies and its 
potential weaknesses, case study seemed to be the most suitable methodology 
for this research in which the following methods of data collection: document 
analysis, semi-structured interviews, focus groups, and intervention were 
applied. These methods will be discussed in the data collection process.  The 
next section will explore comparative research and its relation to 
globalisation, internationalisation, and postcolonialism, as well as justifying 
how these issues influenced the data collection and analysis.   
4.4 Comparative research in relation to globalisation, 
internationalisation, and postcolonialism 
Comparative education, according to Crossley and Watson (2003), is a 
complicated and multi-dimensional field that brings difficulties to definition 
and challenges to research. Yet, for them, its purposes and reasons seem to be 
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more easily clarified in the literature, including: (i) WREHWWHUXQGHUVWDQGRQH¶V
own education system; (ii) to better understand other cultures and their 
education systems as well as the link between education and the broader 
society; (iii) to find out how education is similar or different in different 
countries and what the problems are in order to improve educational policy 
and practice; and (iv) to develop better understanding and collaboration 
among countries in being sensitive to different perspectives and cultures in the 
world. These purposes and reasons help shape the analytical framework of 
comparative research. However, whichever purposes it aims at, the discourse 
of comparative education, for Crossley and Watson, needs to be 
reconceptualised due to the growing criticism of the universalised perspective 
of globalisation in explaining the relationships between globalisation and 
education as well as the call for applying post-colonial theory in comparative 
education research in the current literature.  
 
4.4.1 Comparative research in relation to globalisation, internationalisation, 
and postcolonialism   
 
The universalized approach in understanding the relationships between 
globalisation and education is criticized by a number of authors (e.g. Crossley 
and Watson 2003; Rizvi 2005; Rizvi et al. 2006; Latvia 2007) for its focus on 
the global context and imposition of a dominant neo-liberal Western ideology 
on the non-western world, especially developing postcolonised countries.  In 
so doing, as these authors argue, this approach fails to take into consideration 
the local historical, political, cultural, socio-economic context, including how 
a particular country and its people interpret and deal with globalisation 
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historically, what they gain and lose from that process, and how they do 
things with what they have. Also, for them, neo-liberal ideology, language 
anGHGXFDWLRQDOGLVFRXUVHVDUHLPSRVHGIURPµWKH:HVW¶WRµWKHUHVW¶WKXVWKH
YRLFHRI WKH µVXEDOWHUQV¶ ± the postcolonial or developing countries ± is not 
heard (Tikly 2004; Latvia 2007).  
 
Therefore, Crossley and Watson (2003), Rizvi (2005), Rizvi et al. (2006), and 
Latvia (2007) suggest linking postcolonialism with globalisation in 
understanding the relationships between globalisation and education, 
especially in developing countries, as postcolonial theory emphasises the 
importance of contextual and cultural diversity, the resistance of Western 
domination, local identity, history and experiences. Although there is 
convergence in educational systems, processes, policies and practices in the 
world due to globalisation, local differences should be recognised. As Rizvi et 
al. (2006) state, the relationships between globalisation and education, µQHHG
to be understood historically as being linked to the colonial origins of 
globalisation, not in some uniform way but in ways that are specific to 
particular localiWLHV¶ S  $OVR &URVVOH\   HPSKDVLVHV
µEULGJLQJ FXOWXUHV DQG WUDGLWLRQV¶ LQ FRPSDUDWLYH UHVHDUFK IRU LQVWDQFH WKH
past with the present, research in the West and the non-western world in order 
to highlight diversities. Being aware of diversities in culture and context are 
the issues that should be emphasized in comparative education and 
international transfer (Crossley and Watson 2003; Crossley 2008, 2009; 
Phillips and Schweisfurth 2008; Phillips 2009). This helps us understand more 
about how and why education in other countries are different from our own, 
102 
 
and thus avoid the threat of borrowing an educational policy or practice 
uncritically. Sadler stated that: 
In studying foreign systems of education we should not forget that the 
things outside the schools matter even more than the things inside the 
schools, and govern and interpret the things inside. We cannot wander at 
pleasure among the educational systems of the world, like a child strolling 
through a garden, and pick off a flower from one bush and some leaves 
from another, and then expect that if we stick what we have gathered into 
the soil at home, we shall have a living plant. A national system of 
Education is a living thing, the outcome of the forgotten struggles and 
difficulties anG µRI EDWWOHV ORQJ DJR¶ ,W KDV LQ LW VRPH RI WKH VHFUHW
workings of national life.  
(Sadler 1990, in Phillips 2009: 1062-1063)  
              
 
4.4.2 Influences of these issues on my research 
 
How do the above-mentioned issues influence my research? Taking the 
contexts of the two cases, UK HE seems to be driven by globalisation and the 
knowledge economy; meanwhile, Vietnamese HE is not only influenced by 
globalisation and the knowledge economy but also by colonisation and 
internationalisation throughout its history. Thus, these issues provide the 
bases for the data collection and analysis process. They help explore and 
understand the data, as well as analyse, compare, contrast, and explain how 
and why the assessment policies, perspectives and practices in the cases study 
in Vietnam and the UK are similar and different from each other. Such 
explanation about the similarities and differences in student assessment in 
WKHVH FDVHV LV VLWXDWHG QRW RQO\ LQ µWKH WKLQJV LQVLGH WKH VFKRROV¶ EXW LQ D
broader context ± µWKHWKLQJVRXWVLGHWKHVFKRRO¶7KHVHLQFOXGHIRUH[DPSOH
how do globalisation and the knowledge economy influence and shape HE, 
assessment, and LLL in the UK and Vietnam?  How do the national historical, 
political, cultural, and socio-economic contexts influence and shape the 
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assessment policies, perspectives and practices so that they are the way as 
they are in the cases study? How do the borrowing of assessment policies and 
practices from Western HE work at the two departments of the HCMU?  
 
In brief, this section has explored issues on comparative research in relation to 
globalisation, internationalisation, postcolonialism, and how they have 
influenced the data collection and analysis in this research. The next section 
will discuss the positionality of the researcher, focusing on how I positioned 
myself when doing this cross-national comparative case study.      
4.5 Positionality of the researcher 
For Pillow (2010), the researcher needs to be self-reflexive; that is, being 
critically aware of the influences of her identity and position on the research. 
Having thorough understanding about her being and role is important because 
it helps the researcher not to judge or impose her own values and assumptions 
RQ µWKH VXEMHFW¶V ZD\V RI NQRZLQJ DQG EHLQJ¶ DQG PDQLSXODWH KHU
µDVVXPSWLRQV DQG ELDV¶GXULQJ WKH GDWD DQDO\VLV DQG ZULWLQJ SURFHVV 3LOORZ
2010: 272). Doing a comparative study, I was differently positioned for the 
UK and Vietnamese cases. In the Vietnamese case, I am a lecturer who has 
been teaching at university for around ten years, and this was an advantage for 
me to better XQGHUVWDQG WKH 9LHWQDPHVH OHFWXUHUV¶ DQG VWXGHQWV¶ YLHZSRLQWV 
and the broader contexts, and thus made the research process less challenging. 
At the same time, I needed to be conscious about assumptions on teaching, 
learning, and assessment in Vietnamese HE which had long rooted in my 
thought and reminded myself not to influence the interviewers with my own 
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view. Also, many research studies about Vietnam published internationally 
have been written by scholars from the Western world. Therefore, this 
research was one of the voices RIµWKHVXEDOWHUQV¶/DWYLDwith the story 
about the Vietnamese HE assessment narrated by a Vietnamese.  
 
However, when doing the case study in the UK, I am a doctoral student who 
came to the UK for the first time, and thus things were strange for me. I had to 
be aware of language and cultural barriers, as well as my limited 
understanding about how the UK system works in order to ask follow up 
questions for deeper and more detailed information. During the interview, I 
had to overcome the feeling of being powerless in the role of a student 
interviewing lecturers and a person who comes not frRPµWKH:HVW¶EXWµWKH
UHVW¶/DWYLD,DOVRKDGWREHDZDUHRIIDOOLQJLQWRWKHWUDSRISUHVHQWLQJ
WKH9LHWQDPHVHFDVHWKDWEHORQJVWRµWKHUHVW¶DVDOZD\VEDGDQGGHILFLHQWDQG
WKH8.FDVHRIµWKH:HVW¶DVDOZD\VH[FHOOHQWZKHQDQDO\VLQJWKHGDWD  
4.6 Data collection process 
This section will describe how the research was carried out at the English and 
Sociology department of the MU ± UK and the HCMU ± Vietnam. The 
selection of these departments was based on the common features shared by 
both universities, such as having high quality and emphasising 
internationalisation, similarities in subject disciplines of the two departments, 
and accessibility (which has been discussed in Chapter one). The research at 
the MU was conducted from November 2009 to February 2010 and at the 
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HCMU from April to June 2010. The methods of data collection are 
summarised in Table 4.3.  
In this section, I will describe my data collection process, including: getting 
started ± ethical considerations, gaining access to the sites and finding 
participants ± and methods of data collection ± document analysis, semi-
structured interview, focus group, and the peer-feedback intervention. 
 
 
 
 
Table 4.3 Summary of the methods of data collection in this study 
 
Methods of data 
collection 
The HCMU¶V(QJOLVKDQG
Sociology departments 
The MU¶V(QJOLVKDQG
Sociology departments 
 
Semi structured 
interviews  
(with 22 staff) 
The University Head of 
Assessment and ten staff (2 
Deans, 1 vice-Dean, and 
7 lecturers)  
The University Head of 
Assessment and ten staff 
(2 Directors of 
Assessment, 2 Director 
of undergraduate 
programmes and 6 
lecturers)  
Focus groups  
 
(four groups of 
final year students) 
2 final year student focus 
groups (6 students/each) 
 
2 final year student focus 
groups (Sociology: 4 
students; English: 7 
students) 
Document 
analysis 
 
Policy documents related to 
assessment at university 
level and at the two 
selected departments 
Policy documents related 
to assessment at 
university level and at the 
two selected departments 
The peer feedback 
intervention 
 
(Implemented in 
the course Critical 
Thinking 1 with 25 
students of the 
+&08¶V(QJOLVK
department.) 
L6WXGHQWV¶IHHdback on 
WKHLUSHHUV¶HVVD\VLLD
qualitative questionnaire for 
25 students; (iii) a focus 
group with five 
students;(iv) a semi-
structured interview with 
the lecturer teaching this 
course. 
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4.6.1 Getting started 
 
(i) Ethical considerations  
 
Before conducting the case study, I had to go through the Research Ethics 
Approval from the School of Education in which all documents, such as my 
statement of research ethics, an information letter including a summary of the 
research and its purpose, a statement on how I would gain access to the sites, 
my research aims and methods of data collection, were reviewed and 
DSSURYHG E\ WKH 6FKRRO¶V 5HVHDUFK (WKLFV &RPPLWWHH. At the same time, I 
designed sets of questions for interviews and focus groups. During the data 
collection and analysis, three ethical issues suggested by Kvale (1996) as 
µLQIRUPHG FRQVHQW¶ µFRQILGHQWLDOLW\¶ DQG µFRQVHTXHQFHV¶ ±154) were 
also strictly followed. Accordingly, contacts with the selected departments of 
the two universities were made with an information letter including clear 
purposes and outline issues of my study sent to all participants. Before the 
interviews or focus groups started, the participants were also asked to sign a 
consent form to be recorded, and they could also stop any time they wanted 
to. All the data was confidential, and pseudonyms for two universities and all 
participants were used to protect anonymity. In addition, because the research 
is comparative, cultural differences were also considered in order to avoid 
µWKHULVNRIXQFRQVFLRXVO\EUHDFKLQJFXOWXUDOQRUPVWKURXJKWKHOHQVRIRQH¶V
RZQ¶ 3LSHU DQG 6LPRQV   7KXV WKH GDWD IURP the UK and 
Vietnamese cases were viewed through different lens of their own national 
contexts during the collection and analysis processes.  
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(ii) Gaining access to the sites and finding participants for the research 
 
After getting Research Ethics Approval, I started my data collection process 
by gaining access to the sites and finding participants to take part in the 
research. I decided to choose the MU and the HCMU because I had contacts 
in both to enable my access. The selection of the departments as research sites 
was based on the similarities in subject disciplines and accessibility. 
 
 Gaining access and finding participants in the UK case  
 
It was the first time I had done research in a foreign country, and everything 
was new and strange for me. Thus, I approached the UK case with mixed 
feelings: excitement, worries, and uncertainties. My initial intention was to 
choose History and Sociology, which could be well represented for social 
sciences and humanities. However, when emailing an information letter that 
introduced who I was and the purposes and outline issues of my research to 
the University Head of Assessment and the Head of History and Sociology 
departments in order to ask for permission to do fieldwork there  (Appendix 
1), I was rejected by History. I was very worried thinking about the possibility 
that I could be rejected by all departments. Fortunately, the University 
Director of Assessment and the Head of Sociology agreed, and I then tried the 
English department and was accepted. The Head of these two departments 
suggested key participants in charge of assessment, teaching and learning. In 
addition, I also emailed the information letter to these key participants and 
some other lecturers randomly chosen from the staff list on the website. 
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Finally, 11 staff agreed to take part in the semi-structured interviews of 45 
minutes to one hour (Appendix 2).  
 
While most lecturers were very supportive and willing to help, it was much 
more difficult to get third year students for the focus groups. With permission 
from the administrative staff, posters which included the information and 
purpose of the research, an offer of £10 to each participant, as well as my 
mobile phone number and email were posted on the notice board for 
undergraduates and other advertisement boards at the two departments 
(Appendix 3). I also came to one Sociology third-year session to introduce my 
research for 10 minutes and left the posters there so that those who were 
interested could make further contact. Some students, but not many, called 
and emailed me, and we agreed on the time for the one-hour focus group 
interview. Before that, I phoned, texted, and emailed all participants to inform 
them the time and place; yet only some of them replied. This made me 
worried that the ones who did not confirm would not come. However, they 
were all present, which was a great relief to me. Finally, I managed to have 
two student focus groups: four students in Sociology (one of them was student 
representative) and seven students in English (Appendix 4). 
 
In brief, in the UK case, the staff participants were more representative, with 
senior managers, junior and senior lecturers. Meanwhile, students who 
participated in the two focus groups might not be representative and selective 
enough. Due to the difficulties in getting access to students, the focus group 
participants were only those who I could get hold of. However, gaining access 
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and finding participants in the Vietnamese case was a completely different 
story.       
 Gaining access and finding participants in the Vietnamese case  
 
The way of gaining access in the Vietnamese case was less challenging and 
difficult because I was familiar with the site, knew the Deans of the two 
departments, and could find participants. Because I already knew people in 
the departments, we could establish mutual trust and understanding, which 
was an important factor that decided whether they allowed me to do the 
research or agreed to participate and told me what they actually thought and 
did. While all contacts with the UK lecturers were through emails, in the 
Vietnamese case, face-to-face communication was more effective. Therefore, 
with the information letter signed by my supervisor (Appendix 5), I met with 
the Deans of English and Sociology and asked for their permission to do 
research at these two departments. They were very supportive and introduced 
me to the lecturers so that I could meet or phone them in order to invite them 
to participate in the research. I then emailed them the information letter 
translated into Vietnamese so that they knew more about the research before 
the interview. Similar to the UK case, 11 staff were interviewed, and the 
lecturers in the two departments also included both junior and senior staff 
(Appendix 6).  
 
In contrast to the UK case where it was very difficult to get final-year students 
for the focus groups, this process was much easier in the Vietnamese case. I 
asked the lecturers in charge of final year students to inform them about my 
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research and that I needed six volunteers to stay after a class session for a one-
hour focus group interview. Due to the Vietnamese tradition of respecting 
teachers, students were very willing to help without expecting any money in 
return. Thus, I easily got six students for each focus group (Appendix 6). 
Unlike the UK case, these students were more selective in that there was a 
student representative in each group, and they had attended at least one of the 
courses of the lecturers I interviewed.    
 
4.6.2 Methods of data collection 
 
As mentioned earlier, the following methods were used for data collection:  
policy document analysis, semi-structured interview, focus group, and peer-
feedback intervention. This section will describe and justify these methods 
respectively. The analysis of the data sets will be discussed in the next 
section.     
(i) Policy document analysis 
 
Although there are some weaknesses of documentary data, for example, they 
may be sometimes difficult to retrieve and biased in selection and reporting, 
this method includes more strengths that helped determine why it was used in 
this research: stability (able to be constantly reviewed), unobtrusiveness (not 
from the case study results), accuracy (of names, dates, details, etc.), and 
covering a wide range (various settings and events) (Yin 2009: 102). The 
selection of relevant documents followed four criteria recommended by Scott:  
(i) Authenticity: Is the evidence genuine and of unquestionable 
origin? 
(ii) Credibility: Is the evidence free from error and distortion? 
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(iii) Representativeness: Is the evidence typical of its kind and, if 
not, is the extent of its untypicality known? 
(iv) Meaning: Is the evidence clear and comprehensible? 
(1990: 6, in Wellington 2000: 114) 
 
 
Based on those criteria, the following documents were chosen: assessment 
policies or guidelines, such as the QAA ± 8.DQG WKH9LHWQDPHVH02(7¶V
assessment policies at national HE level. At University and departmental 
OHYHO WKHUH ZHUH WKH 8QLYHUVLW\¶V VWUDWHJLF SODQV DQG DVVHVVPHQW SROLFLHV
undergraduate course descriptions, student handbooks (the MU), and 
departmental self-evaluation reports (the HCMU), and other relevant 
documents on teaching, learning, and assessment (Appendix 7). These 
documents were used to provide contextual information about the two cases 
and as complementary to the analysis of staff interviews and student focus 
groups. To protect confidentiality, University documents have been 
referenced using the pseudonyms of each university.  
 
(ii) Semi-structured interviews  
 
 Justifying the choice of semi-structured interview 
 
Semi-structured interviews were carried out with 22 staff at both sites. Semi-
structured interviews were employed in this research due to their strengths 
compared with structured and unstructured interviews. In structured 
interviews, while it is easy and quick to manage and code the data, the 
TXHVWLRQVWHQGWREHULJLGPLUURUWKHUHVHDUFKHU¶VYLHZDQGWKHVHLQWHUYLHZV
cannot make good use of face-to-face communication between the researcher 
and the participant (Bryman 2008; Thomas 2011). In contrast, unstructured 
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and semi-structured interviews provide flexibility, and richer and more 
GHWDLOHG DQVZHUV IURP WKH LQWHUYLHZHH¶V SHUVSHFWLYHV %U\PDQ  .YDOH
and Brinkmann 2009). However, an unstructured interview is like a 
conversation directed by the interviewees with no questions prepared in 
advance Thomas (2011: 163), which would be difficult for me, especially in a 
foreign language as in the UK case, and simultaneously risky because I might 
end up collecting unhelpful or unnecessary data. Meanwhile, in semi-
structured interviewing, the interviewer can  have a list of issues as guidelines 
DQGIUHHGRPIRUµSUREHV¶± asking the  interviewees to clarify or elaborate or 
provide more information related to their answers (May 2001; Thomas 2011). 
Thus, semi-structured interviewing helped me to keep a focus on the main 
points, ensure that all important issues were covered, as well as get in-depth 
and more detailed information and explanation through follow-up questions, 
which was why it was chosen in this research. In addition to these strengths, 
there were some limitations of interviews, as pointed out by Yin (2009), that 
they could be biased due to poorly asked questions and biased answers, and 
the interviewees may remember the information inaccurately or provide the 
answer that the interviewer wants to hear. They needed to be taken into 
consideration by being reflexive and aware of the conditions of the interview 
and careful and rigorous in my data analysis. 
 
 Conducting the interviews 
 
The interviews with senior managers and lecturers had different foci in that 
those with lecturers centred on the assessment methods they were applying in 
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their own courses, why they applied these methods, and which alternative 
assessment they would like to use if they had a choice. Meanwhile, the 
discussion with senior managers concentrated more on what they did in their 
managerial roles, the University and departmental assessment policies and 
how they were implemented, and the effectiveness of these policies. For those 
senior managers who also taught, the same questions about their assessment 
methods were asked.  These questions were first piloted with one UK and one 
Vietnamese lecturer for adjustment. After each interview, I listened to the 
recorded interview again and reviewed the questions in order to decide what 
issues needed more in-depth discussions, which questions could be used 
effectively, and which ones should be removed. 
 
I conducted the interviews in the two sites with different feelings and power 
positions. When I started the first interview of the UK case, because the 
interviews were carried out in English ± a foreign language to me, I was very 
nervous and worried that I would miss any main points, be unable to make the 
conversation flow smoothly, or fail to ask probing questions to get detailed 
and insightful data. However, all the interviewees were cooperative, friendly 
DQG KHOSIXO DQG ZH VRRQ GHYHORSHG µUDSSRUW¶ RU µPXWXDO WUXVW¶ May (2001: 
130) built in the power relation between the interviewees as lecturers and 
myself as research student coming from a developing country. Such power 
relation can be described as imbalanced, disadvantageous and marginalised in 
my part 2¶/HDU\.  However, during the interview, I perceived it as 
an advantage for me: in trying to help somebody who was a student researcher 
and unfamiliar with the UK system, these lecturers kindly provided me with 
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very clear and detailed explanation of what they were doing and offered 
further contacts for more questions and clarification if needed.   
 
Unlike the UK case, I did the interviews in Vietnam with more confidence 
partly because the interviews were in Vietnamese, and partly because, as 
above mentioned, we somehow knew each other, and thus there was already 
rapport or mutual understanding and trust between the interviewees and me. 
Also, here, our power positions seem to be more µHTXDO¶ EHFDXVH ZH ZHUH
colleagues. Therefore, the conversations were more about sharing with a 
colleague about what they were doing.    
 
In brief, this process provided me with different but valuable experiences 
about doing cross-national interviews, and what I gained was not only the data 
but also help, trust, and sharing of academics across cultures. In the next 
section, I will describe and justify another method in addition to document 
analysis and semi-structured interview ± focus groups. 
 
(iii) Student focus groups 
 
Four focus groups were carried out at the two sites.  The focus group 
technique is an interview with a small group of people on a particular topic, 
which, for Bryman (2008) differs from group interviews in three respects: 
Firstly, it is centred on in-depth exploration of a topic, while group interviews 
often have a wider coverage; secondly, focus groups are conducted not for the 
reason of saving time and money as with group interviews; thirdly, in focus 
JURXSV WKHUHVHDUFKHU¶V LQWHUHVW LV in how people, µGLVFXVVDFHUWDLQ LVVXHDV
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members of a group rather thDQVLPSO\DVLQGLYLGXDOV¶WKDWLVLWVWXGLHVKRZ
group members construct  meanings around an issue through their interaction 
and discussion with each other (p. 473±476).  In addition, as Thomas (2011) 
points out, focus groups differ from group interviews in that the researcher in 
focus groups facilitates or moderates the discussion; meanwhile, in group 
interviews, the researcher leads or controls the discussions. Therefore, focus 
groups seem to empower the participants more than group interviews. For 
these reasons, focus group was chosen as one of the methods of data 
collection. However, I was also aware that the focus group technique might 
entail some practical problems identified by Bryman, such as being difficult 
to organise and analyse the data, taking more time to transcribe the recording, 
and a prominent speaker may control the discussion, as well as influence other 
PHPEHUV¶SRLQWRIYLHZ±489). 
 
All focus groups in this research were informal discussions about the final 
\HDUVWXGHQWV¶H[SHUience on assessment that focused on the three key issues: 
what assessment methods they liked and disliked, why they liked and disliked 
these methods, and how they would like to be assessed. In the discussions, I 
played the role of facilitator, asking probing questions, bringing the students 
back to the main point whenever they wandered away from the subject, and 
encouraging all of them to contribute their ideas in order to avoid the situation 
that only one or two students were dominant speakers. In general, the students 
had open, friendly and straightforward discussions about their assessment 
experiences, which provided helpful and interesting data analysed together 
ZLWKWKHGDWDIURPWKHVWDII¶VLQterviews.  
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(iv) The peer feedback intervention 
 
I also introduced an intervention during the research in which an assessment 
strategy adapted from the UK context was tried out in Vietnam. The aim of 
this intervention was to explore how one of the key features oI %RXG¶V
framework ± developing informed judgement ± worked through peer-feedback 
activities in a very different context like Vietnam in order to contribute to the 
application of strategic borrowing of international perspective and practices. It 
is recognised that the intervention is only a limited, mini case within a bigger 
case study and that in an assessment culture where examinations have been 
dominant and the students are not familiar with peer feedback, it may not 
make an impact or lead to change. 
 
The original peer feedback intervention was developed originally by Dr. 
Grant, a lecturer in the English department in the MU in his course Gothic 
Literature, LQ ZKLFK VWXGHQWV SRVW WZR SLHFHV RI IHHGEDFN RQ WKHLU SHHUV¶
HVVD\VWKURXJK:HE&7XVLQJWKHOHFWXUHU¶VVHWRISHHU-feedback guidelines. 
The task was considered by Dr. Grant and his students as an effective way to 
GHYHORS VWXGHQWV¶ FRQVWUXFWLYH FULWLFLVP, self-reflection and effective 
collaboration. Persuaded and motivated by having seen this as an example of 
peer feedback that can support students to learn, I decided to construct a small 
scale action research process in order to explore how the strategically 
borrowed practice of peer feedback worked in the Vietnamese HE context and 
how possible it was in helping improve student learning. With 'U *UDQW¶V
permission to use his peer feedback guidelines, I convinced Dr. Lam ± Vice-
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Dean of the English department to integrate a peer feedback task into his 
course.  
 
Explanation of the Peer feedback task 
 
The peer feedback task was integrated into Critical Thinking 1 ʹ a reading 
course involved mainly with understanding, critically analysing and evaluating 
readinŐƉĂƐƐĂŐĞƐǁŚĞƌĞƐƚƵĚĞŶƚƐ ?ǁƌŝƚŝŶŐƐŬŝůůƐĂƌĞĂůƐŽĂƐƐĞƐƐĞĚǁŝƚŚƌĞĂĚŝŶŐ
skills. However, unlike the UK case, it was more convenient to carry out the 
task in class because Web CT was not available. The guidelines were also 
adjusted in order to be suitable for the Vietnamese context, distributed to 
students one week before the task so that they could have some ideas about 
how to give peer feedback, and clearly explained to them in the following 
session. After the explanation, students wrote an essay for 90 minutes about 
what qualities a successful young person in Vietnam today should possess. 
 
The essays for the peer feedback were collected, anonymised, and numbered 
by the lecturer. In the next session, each was randomly assigned to another 
student to give peer feedback for 60 minutes. The assessors were required to 
write their name on the feedback because it counted 10% of the total grade in 
this coursH'U/DPDOVRJDYHKLVRZQIHHGEDFNRQWKHHVVD\VDQGVWXGHQWV¶
peer feedback. Finally, the essays were redistributed to the original writer to 
look at in order to adjust and improve their writing. Students then completed a 
qualitative questionnaire on what they liked and disliked about the task and 
how it could be changed or adjusted, which was followed by an interview 
with Dr. Lam and a focus group with five students for further and more 
detailed discussions around their perspectives on the peer feedback practice. 
A few questions in the questionnaire, focus group, DQGWKHOHFWXUHU¶VLQWHUYLHZ
were adapted from 9XDQG'DOO¶$OED¶V (2007) research. Thus, the analysis of 
WKLVLQWHUYHQWLRQZDVEDVHGRQWKHVHIRXUVRXUFHVRIGDWDVWXGHQWV¶IHHGEDFN
118 
 
on their pHHU¶V HVVD\ VWXGHQWV¶ TXDOLWDWLYH TXHVWLRQQDLUH WKH LQWHUYLHZ ZLWK
Dr. Lam, and the student focus group interview. 
 
To sum up, I have described and justified the data collection process with 
ethical considerations, getting access and finding participants, as well as 
methods of data collection ± policy document analysis, semi-structured 
interviews, student focus groups, and the peer-feedback intervention. I now 
move on to the final section in this chapter ± the analysis of the data sets.  
 
4.6.3 Data analysis 
 
The data sets were grouped and analysed according to themes and subthemes. 
All interviews and focus groups were transcribed, coded into themes and 
subthemes, and analysed together with policy documents. The analysis 
process started after the first interview, as recommended by Luker (2008: 
174) DV µWKH EHVW ZD\¶ WR GR GDWD DQDO\VLV $V , XVHG %RXG¶V IUDPHZRUN RI
sustainable assessment for data analysis, the main themes were its eight 
operationalised elements ± (i) engaging students (ii) authentic activities, (iii) 
students design assessment, (iv) integrative activities, (v) learning and 
judgement, (vi) modelling and practice, (vii) working with peers and (viii) 
giving and receiving feedback ± and subthemes of these elements emerged 
from the data. There were also other main themes and subthemes coming out 
from the data that went beyond these eight elements, and they were grouped 
into the key features of assessment in the UK or Vietnamese case; for 
example: The assessment regime, assessment methods, marking, professional 
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development (PD), constraints, and so on (see Appendix 8). The data from the 
peer feedback intervention were analysed separately, using different themes 
and subthemes, such as what students learned from the peer feedback task, 
difficulties students encountered, H[DPSOHV RI VWXGHQWV¶ SHHU IHHGEDFN, 
conditions for future implementation. The process of collecting, transcribing, 
translating, and coding the data in the Vietnamese case from Vietnamese into 
English also provided a rough understanding and analysis of the data.  
 
The data then was analysed into three stages, as identified by Merriam (2009) 
as: description, analysis, and theorising. Thus, the analysis included the 
descriptive chapters of key features of assessment which served as the bases 
for WKHDQDO\WLFDOFKDSWHUVRIRSHUDWLRQOLVHGHOHPHQWVRI%RXG¶VIUDPHZRUN in 
both the UK and Vietnamese cases. The final comparative and theorising 
chapter compared and contrasted the two cases in a multi-dimensional way, 
explained the similarities and differences, and reworked on %RXG¶V
framework of sustainable assessment. In these three stages, discourse analysis 
was used for both spoken texts ± semi-structured interviews and focus groups, 
as well as written texts ± policy documents, qualitative questionnaire, and 
VWXGHQWV¶SHHUIHHGEDFN. Discourse analysis VWXGLHVSHRSOH¶VXVHRI ODQJXDJH
and the meanings of their utterances in relation to social context, their 
ideology and power (Kvale and Brinkmann 2009). Thus, in highlighting 
social interaction, it provides in-depth and contextualised interpretation of the 
data (Kvale and Brinkmann 2009). For these reasons, discourse analysis was 
used in this study to interpret and explain how senior managers, lecturers, and 
students viewed and experienced assessment policy and practices in different 
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power positions, ideology, and national contexts. It was also used to explore 
the language used in the policy documents in the UK and Vietnamese cases 
and examine discourse strategies students employed in the feedback they 
wrote in WKHLUSHHUV¶HVVD\V. Conversation analysis was not chosen since, with 
LWV HPSKDVLV RQ µWKH PLQXWH GHWDLOV RI WDON-in-LQWHUDFWLRQ¶ it seemed to be 
narrow and thus might not be able to interpret the data in depth (Kvale and 
Brinkmann 2009: 221).        
4.7 Limitations of the study 
Like any other research projects, this study has some limitations. Due to the 
difficulties in getting UK students to participate in the research, I only 
undertook student focus groups with those I could reach; thus their ideas may 
not be representative enough for most students in the two departments. Also, 
at first, I intended to do a mini comparative case within the bigger cases 
FRPSDULQJWKH8.VWXGHQWV¶SHHUIHHGEDFNDQGWKHLURSLQLRQVDERXWWKHSHHU
IHHGEDFN WDVN LQ 'U *UDQW¶V FRXUVH Gothic Literature with the Vietnamese 
students in the peer-feedback intervention in Vietnam. However, I could not 
reach UK students in this course for a focus group interview, and neither 
could I see their peer feedback as explained by Dr. Grant that it was 
confidential. Therefore, I could only do the peer-feedback intervention instead 
of the mini comparative case.      
4.8 Conclusion 
This chapter has described and critiqued issues about the epistemology ± 
constructionism, theoretical perspective ± interpretivism, comparative 
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research, and the positionality of the researcher in this study. The 
methodology as case study, which is qualitative, comparative, and collective, 
has been justified as the most appropriate method for this research with its 
strengths and weaknesses and in comparison with other methods. The chapter 
has also explained the methods of data collection and analysis process. More 
about the data analysis will be found in the following chapters. Chapters five 
and six will present the findings from the UK case: chapter five will describe 
DQG H[SODLQ NH\ DVVHVVPHQW IHDWXUHV LQ 08¶V 6RFLRORJ\ DQG (QJOLVK
departPHQWV DQG FKDSWHU VL[ ZLOO RSHUDWLRQDOLVH NH\ HOHPHQWV RI %RXG¶V
framework for the MU. Chapters seven and eight will explore similar issues 
for the Vietnamese case as for the UK case. Finally, chapter nine will 
compare and contrast the two cases through their key assessment features and 
WKHOHQVRI%RXG¶VIUDPHZRUNH[SODLQWKHVLPLODULWLHVDQGGLIIHUHQFHVDVZHOO
DVHYDOXDWHDQGUHIUDPH%RXG¶VIUDPHZRUNIRUWKHWZRFRQWH[WVDQGDVDJXLGH
to improving practices.       
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5 Chapter five: Describing and analysing key assessment features in 
the English and Sociology departments of the MU 
 
5.1 Introduction 
This chapter will describe and analyse key features of assessment policy, 
perspectives and practices in the Department of Sociology and Social Policy 
and the department of English Studies of the Midlands University (MU), UK. 
The findings emerge from the analysis of the following sources of data: (i) the 
08¶V SROLF\ GRFXPHQWV UHODWHG WR DVVHVVPHQW DW XQLYHUVLW\ OHYHO DQG DW WKH
two selected departments, (ii) the interviews with the University Head of 
Assessment and ten staff (senior managers and lecturers) in the two selected 
departments, and (iii) two final year English Studies and Sociology student 
focus groups (with four Sociology and seven English students). The chapter 
ZLOOILUVWH[SORUHVHQLRUPDQDJHUV¶DQGOHFWXUHUV¶SHUVSHFWLYHVRQDVVHVVPHQW
policy and practices. Then it will discuss the assessment methods in the two 
departments, features of the marking process, including marking criteria, 
mark moderation, and second marking, as well as key constraints that may 
hinder alternative assessment IURP ERWK WKH OHFWXUHUV¶ DQG VWXGHQWV¶
perspectives. Finally, issues about professional development will also be 
analysed.  
 
In this chapter, these research questions will be addressed: 
 
1. What are the features of current assessment policies at the level of the 
University and in Social Science and Humanities undergraduate programmes 
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under conditions of globalisation and internationalised HE at the MU, UK in 
respect of 
(iv) student learning 
(v) assessment and desirable graduate outcomes 
(vi) assessment and LLL. 
2. What are the assessment philosophies and practices of lecturers in selected 
Social Science and Humanities departments of the MU in relation to 
(iv) student learning 
(v) desirable graduate outcomes 
(vi) LLL. 
3. What are student experiences of assessment at selected departments of the 
two universities? In what way (if at all) has assessment developed them as 
lifelong learners?   
 
In the analysis, I will argue that assessment at these two departments in MU is 
strongly influenced by neoliberalism, globalisation, and a human capital 
agenda, but that there exists a crucial contradiction between the managerial, 
neoliberal way of going about assessment at the centre and the education 
which happens on the ground.   
5.2 Contradiction between managerialism and an educational agenda on 
assessment 
5.2.1 Central managers discussed assessment 
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At the MU, all assessment-related matters were managed by the University 
Examinations Office, identified by the University Head of Assessment as a 
professional support service in terms of assessment policy and operation, such 
as quality assurance issues, national student surveys (NSS), feedback, exam 
organisation, and policy formation and implementation. All assessment policy 
and practices were guided by the Quality Manual developed out of the QAA 
Code of Practice (QAA 2006) and the Burgess Report (2007). At the 
8QLYHUVLW\¶V SROLF\ DQG PDQDJHULDO OHYHO Whe main goals of assessment 
seemed to be about maintaining quality and standards. As stated in the 
RYHUYLHZRIWKH08¶V4XDOLW\0DQXDO: 
The University is committed to ensuring that methods of assessment are 
effective in measuring student attainment of the intended learning 
outcomes and that assessment policy and practices are effective in 
PRQLWRULQJWKHYDOLGLW\HTXLW\DQGUHOLDELOLW\RIDVVHVVPHQW08¶V4XDOLW\
Manual 2009: 1)  
 
In this statement, the language seemed to be that of quality assurance, such as 
µPHDVXULQJ¶µYDOLGLW\¶µHTXLW\¶DQGUHOLDELOLW\¶ WKHUHZDVQRPHQWLRQDERXW
educating or improving student learning. Thus, the assessment regime might 
act more as a neoliberal mechanism to measure studHQWV¶DFKLHYHPHQWDJDLQVW
the learning outcomes for quality assurance, rather than aiming at the 
educational purpose of assessment as supporting student learning.  Likewise, 
LQ WKH LQWHUYLHZ ZLWK WKH 08¶V +HDG RI $VVHVVPHQW SURFHGXUHV RI SROLF\
formation, implementation and monitoring process were talked through. 
However, there was no discussion on the educational purpose of assessment 
and what they wanted students to be:   
,¶P UHVSRQVLEOH IRU WKH V\VWHPV WKH SURFHVVHV DQG WKH SROLFLHV ZKLFK
support the assessment of students, so not any of the teaching and any 
actual assessment of students and setting of assessment, but the support that 
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goes into the background of that. So, exam systems, electronic systems, the 
quality in the University Quality Manual, and the procedures which back 
up assessing students....%HFDXVH DW WKH HQG RI WKH GD\ \RX NQRZ ZH¶UH
removed from it in a way ZH¶UH MXVWRUJDQLVLQJ WKLQJV DQG LPSOHPHQWLQJ
policies. 
 
When explaining about the implementation of the Quality Manual, she 
focused on its instrumental function for quality assurance in order to maintain 
efficiency and accountability to the public: 
IW¶V VRPHWKLQJ WR measure quality and standards against, and it gives 
schools guidance about how to do particular things as well. So it is all 
about the quality and standard assurance, and it oversees how the 
8QLYHUVLW\ DZDUGV GHJUHHV DQG WKDW¶V WKH RXWZDUG-facing product of the 
institution, the students go out with degrees, and people have to be assured 
that the quality of the degree is good, and so the Quality Manual is there. 
This is what we are doing, and this is what we can be measured against. 
And also the University receives public money, so the public has to be 
satisfied that the University is maintaining quality and standards. 
 
Again, the language used by the 08¶VHead of Assessment was arguably a 
neoliberal management discourse, the language of consumerism that 
considered HE a product to sell to learners and the public ± the customers: 
µSURGXFW¶µSXEOLFPRQH\¶µTXDOLW\DQGVWDQGDUGV¶DQGµTXDOLW\DVVXUDQFH¶,Q
this perspective, management is supposed to keep everything under control.  
However, she considered her role to support rather than control or impose 
policies, and the schools could have a lot of autonomy in assessment provided 
of course that they met the Quality Manual requirements. As she remarked: 
The Quality Manual sets out the procedures and guidance to the things that 
DVFKRROPXVWIROORZEXWLW¶VQRWSUHVFULSWLYHLQKRZWKH\GRWKLQJV6RWKH
schools have a lot of autonomy on how they actually implement things 
within their own school as long as they meet the requirements of the 
Quality Manual....Different schools will do it in different ways, and in 
some circumstances, you might want all the schools to do it in the same 
ZD\ODXJKEXWWKDW¶VQRWSRVVLEOHEHFDXVHLQWKHDFDGHPLFVFKRROVE\
the nature of it, they have to do things especially for their own schools. 
 
Arguably, although she stated that she supported rather than controlled 
practices, the whole assessment regime still seemed to be tightly controlled 
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and managed in many ways.  For example, there were measures to check if 
everything was carried out the way the management expected and whether the 
schools did exactly what they were supposed to do:       
1RUPDOO\VRPHWKLQJLVQ¶WWKHUHXQOHVVLWLVDUHTXLUHPHQWIURPPHDQGWKH
4$$RULW¶VVRPHWKLQJWKDWWKH8QLYHUVLW\WKLQNVLWLVLPSRUWDQW$QGWKH
University has a number of ways in which it checks if the things have been 
done in line with the Quality Manual.  There used to be something called 
the University Audit, and that now changes into School Review. As a part 
RI 6FKRRO 5HYLHZ ZH¶UH DOVR ORRNLQJ DW WKH SROLFLHV DQG KRZ WKLQJV DUH
working and making sure that the schools are working in line with the 
Quality Manual guidance.   
 
She also frequently talked to key people at different schools to ensure that 
everything was in place. Therefore, the process seemed to be very much about 
compliance driven by the centre. In line with that, assessment at the 
departmental level was also tightly controlled by senior managers. In both 
departments, assessment policies and methods had to be accepted by the 
Teaching and Learning Committee and go through Policy Committee 
(English) or Course Review (Sociology) to be considered if they were 
appropriate or if any changes should be made. For Dr. Grant ± Director of 
English Undergraduate Studies, the academic staff did not have much 
autonomy. Similarly, Dr. Fielding ± the Sociology Chair of Teaching 
Committee confirmed that WKH VWDII¶V DXWRQRP\ ZDV OLPLWHG ZLWKLQ WKH
8QLYHUVLW\¶VDQGGHSDUWPHQW¶VJXLGHOLQHVDQGSURFHGXUHV 
, PHDQ DXWRQRP\ ZLWKLQ«ZH KDYH WKH XQLYHUVLW\ JXLGHOLQHV$OO WKH
module specifications where they decide what they want to do come to the 
Teaching Committee and we do look at this, and we talk about this: how to 
evaluate it and what way to do it.  
 
Assessment in Sociology core modules seemed to be rigid with the fixed 50-
50 proportion of a 3,000 word essay and two-hour exam decided not by the 
lecturers teaching these modules but by the school in order to be standardised. 
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However, in elective modules lecturers had more flexibility for lecturers to 
choose their own assessment methods:  
:HGRQ¶WKDYH D FKRLFH LQ D FRUH module. It was the school decision for 
core modules to be assessed with 3000 word essay and two- hour exam as 
50-50. We just want them to be standardized, really. For an elective, then 
WKDW¶V QRW WKH FDVH <RX FDQ VLW GRZQ DQG WKLQN KRZ \RX DVVHVV 6R \RX 
relatively feel free, but we have, for example, students write 3,000 words 
on a 10 credit module so that students can have an advantage on different 
modules. (Dr. Fielding)   
 
5.2.2 Open discussions at the departmental level 
 
At the departmental level, assessment policy formation and practices were 
perceived as a clear and transparent process with discussions, negotiation and 
agreements between senior managers and academic staff:   
7KHUHDUHRSHQDQGGHPRFUDWLFGLVFXVVLRQVDQGLIWKHUH¶VDSURSRVDOIURP
the exam officer at the school meeting, we can either except that or reject 
WKDWRUGLVFXVVWKDW$QG,WKLQNLW¶VUHDOO\JRRGEHFDXVHLW¶VQRWMXVWOLNHD
top down or order, if you VHHZKDW,PHDQ,W¶VQRWOLNHWRPRUURZHYHU\RQH
has to do X, Y, Z.  In terms of assessment, we all have freedom to do what 
we want to do really, as long as it meets certain guidelines and so on, and I 
WKLQNWKDW¶VUHDOO\JRRG'U-RQHV± Sociology)   
 
Also, in both schools, students had their voices in the policy formation and 
implementation process through dialogues between senior managers and 
student representatives:  
:HKDYHDVWDIIDQGVWXGHQWFRPPLWWHHZKLFKPHHWVDQGWKHUH¶VDFKDQFH
for student representatives and the members of the staff, including the 
Director of Undergraduate studies, myself in the role of Director of Exams, 
Head of School, DQGWKHVHFUHWDU\6RLW¶VDSURFHVVLQZKLFKWKHGHFLVLRQV
are made jointly. Those committees are set up in order to listen to what the 
VWXGHQWV KDYH WR VD\ DQG WKHVH DUH PDWXUH VWXGHQWV¶ UHSUHVHQWDWLYHV VR
WKH\¶UHYHU\HIIHFWLYH,WKLQNDQGWKHGLDOogue is certainly productive. (Dr. 
Curtis ± English Director of Examinations)   
 
Therefore, although lecturers had grounds for flexibility and autonomy in 
assessment, there existed a management agenda in which the assessment 
regime seemed to be tightly managed with School Review, Committees, 
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agreements, and so on. This controlled process was to check up and maintain 
accountability, efficiency, effectiveness and to eliminate risk, and thus there 
was compliance at the two departments driven by the centre in policy 
formation and implementation. 
 
5.2.3 /HFWXUHUV¶HGXFDWLRQDOSHUVSHFWLYHVRQDVVHVVPHQW 
 
In contrast to managerialism at the centre, most lecturers in the two 
departments were trying to educate. Many of them were opposed to the 
human capital discourse of education and highlighted an educational agenda:  
You know, people are quite resistant to this kind of feeding consumers, 
ZH¶UHQRWVDOHVSHRSOH+(FDQ¶WEHWUHDWHGOLNHDproduct like that, things 
like they come and pay their fees, so we have to meet all their demands. 
Particularly in this school we have conversations like this quite openly. 
(Dr. Jones ± Sociology)  
 
While the Sociologists complained about the consumer trend, the English 
academic staff did not have opinions on this matter. However, one English 
lecturer put his assessment practices, which he perceived as effective in terms 
of pedagogy, above neoliberal policies. As such, for him, the school policy 
had to catch up to what he was doing instead:  
,GRQ¶WSD\PXFKDWWHQWLRQWRWKHVFKRRl policy. I mean I do in a sense that 
there they are, but I started marking since 1997, so I basically know how I 
PDUN DQG WKDW¶V WKH ZD\ , PDUN One of my areas is language testing 
anyway, so I always use the kind of methodologies that pedagogically 
sound6R LW¶VPRUH OLNH WKH VFKRROSROLF\KDVEHHQFDWFKLQJXSZLWK WKH
applied linguistics in our school. All applied linguistics people have been 
TXLWHDZDUHRIWKHDVVHVVPHQWLVVXHV,GRQ¶WUHDOO\NQRZZKDWWRVD\DV,
do what I do and I explain, and the rest of the school has been trying to 
catch up to that standard. (Prof. Davies ± English) 
 
In both schools, the lecturers talked about uncertainty, leaving things open, as 
well as providing students with opportunities to take risk and do something 
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imaginative. This was contradictory to managerialism which was anti-risk and 
kept things in tight control:      
%HFDXVH DV ZLWK RXU GLVFLSOLQH LQ WKH $UWV HVSHFLDOO\ LW¶V QRW D VSHFLILF
IRUPXODWKDWWKH\FDQEHXVHGVRZHFDQ¶WWHOOVWXGHQWVµ2.LI\RX do this 
and this and this, you definitely DUHJRLQJWRJHWWKLVPDUNVVRLW¶VJHQHUDO
VXJJHVWLRQV VR WKHUH¶V DOZD\V D OLWWOHELW RIXQFHUWDLQW\ there, but I think 
that can be quite productive, a productive uncertainty DQG WKDW¶V UHDOO\
where the students have a chance to bring their intelligence in place. (Dr. 
Grant ± English)  
 
 
At this point, one might argue that what the policy makers and central 
administrators at the University level and what the lecturers in the two 
departments were trying to do seemed to be at odds: the central administrators 
are trying instrumentally to assure quality and standards, whereas for these 
lecturers, education was not just about assuring that the criteria were met, and 
thus they were trying to teach and educate. Yet though they were not entirely 
in V\PSDWK\ZLWKWKHPDQDJHUV¶QHROLEHUDODQGKXPDQFapital agenda, it had 
penetrated their everyday language.   
 
5.2.4 Using the language of neoliberalism and a human capital agenda  
 
%RWK6RFLRORJ\DQG(QJOLVKOHFWXUHUVXVHGQHROLEHUDO ODQJXDJHVXFKDV µ:H
sold WKHLGHDVWRFROOHDJXHV¶µ<RXKDYHWRadvertise your assessment on the 
module catalogue¶'XHWRWKHLQIOXHQFHRIa neoliberal globalisation agenda, 
such a language became natural and normalised. Perhaps affected by the 
neoliberal agenda, the students also considered themselves as consumers who 
paid for education, and asked the lecturers to meet their demands. According 
to a 6RFLRORJ\VWXGHQWµ:Hpay them more than 3,000 pounds for about four 
or fLYHFRQWDFWKRXUV¶and an English student, µ:Hpay them, so they should 
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VSHQGPRUHWLPHIRUXV¶ However, such language was just naturally used and 
it did not mean that they did not want an education because they really 
appreciated what they had learned. The influence of the neoliberalism, 
globalisation and human capital agenda could also be seen in the language of 
transferable skills for employability as the outputs of HE that these lecturers 
used when talking about how their assessment tasks prepared students for 
LLL, such as time management, working under pressure, team working, and 
so on. These issues will be analysed later in the next chapter.   
5.3 $VVHVVPHQW FKDQJHV GULYHQ E\ WKH 166 DQG GHSDUWPHQWDO VWXGHQWV¶
feedback 
As part of the neoliberal agenda, the changes in assessment policy and 
practices in both departments were not only driven by the centre but also by 
the results of the National Student Survey (NSS) and departmental student 
feedback. In the University Newsletter in Spring 2010, although achieving an 
LPSURYHPHQW VLQFH  WKH 08¶V DVVHVVPHQW DQG IHHGEDFN ZDV UDWHG WKH
lowest at 3.51 compared with other question areas in the NSS in 2009 (MU 
2010b: 4). Thus, improving assessment and feedback has become an 
important goal for the University and was reflected at the two departments in 
the past few years. As stated in the 6RFLRORJ\¶V7KUHH<HDU3ODQ± 
2011/2012:  
Responses to the NSS suggest that a significant number of undergraduate 
students are critical of the clarity and fairness of assessment, the 
promptness and comprehensive of feedback....The NSS results are 
unsatisfactory and the School is working to improve student satisfaction to 
EHQHILWWKHRYHUDOOVWXGHQWH[SHULHQFHDQGWKH6FKRRO¶VSRVLWLRQLQJLQ166
rakings.   
08¶V6Rciology Department 2009:1) 
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In addition to the NSS results, from module and programme evaluation, as 
well as Student-6WDII )HHGEDFN &RPPLWWHH¶V PHHWLQJV VWXGHQWV¶ FRPPHQWV
on what needed to be changed were also taken into consideration. Among the 
most important comments were those about assessment and feedback, which 
made changes in assessment and feedback become one of the priorities in the 
two departments:  
Assessment has been moved up the agenda in the past couple of years from 
staff interests as well as NSS that push people to do it better...  Well, we 
thought it was successful, but when we looked at the National Student 
6XUYH\WKHVWXGHQWVZHUHQ¶WSDUWLFXODUO\KDSS\ZLWKZKDWZDVJRLQJRQ
Assessment was one of the big issues on the last teaching away day where 
we come together and think about how to provide feedback, etc. (Dr. 
Fielding ± Sociology) 
 
The school responds to the student survey....We look closely at the 
evaluation of modules and evaluation of the degree programmes, and we 
respond to those comments and points to development with 
VWXGHQWV:H¶UHJRYHUQHGE\WKHVWXGHQWVDWLVIDFWLRQDQGWKHVFKRROKDVWR
amend these policies accordingly. (Dr. Curtis ±English) 
 
Both departments focused on more communication about the marking criteria, 
giving more and better feedback to students, and encouraging them to get 
face-to-face feedback. All information about how students were assessed, how 
to get feedback, and marking criteria was available to students on the 
GHSDUWPHQW¶V ,QWUDQHW DQG LQ SULQW IRUPV DQG WKDW VHHPHG WR EH FOHDU DQG
transparent to the students.  Also, in the Sociology Module Evaluation Report 
or The English Module Feedback 08¶V (QJOLVK 'HSDUWPHQW F
lecturers reflectHGRQWKHLUPRGXOHVDQGVWXGHQW¶VPRGXOHHYDOXDWLRQDQGRQ
that basis they confirmed what needed WREHFKDQJHGLQUHVSRQVHWRVWXGHQWV¶
comments or explained what needs to stay the same. Recently, in both 
departments, students were required to submit their essay electronically 
WKURXJK µ7XUQLWLQ¶ LQ RUGHU WR GHWHFW plagiarism, and Web CT was used in 
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teaching, learning and assessment, on which many lecturers put their teaching 
materials or readings, specimen papers for the assessment tasks, self-tests, and 
so on. Many students found it very useful: 
Almost everyone found the workshops and the exercises helpful in 
stimulating their own pieces, and found the workshop and assessment 
material available for students on WebCT helpful. (The English Module 
Feedback 2010 ± Creative Writing) 
 
Although these changes might also initiate IURPWKHOHFWXUHUV¶ZLOOLQJQHVVWR
LPSURYH VWXGHQWV¶ OHDUQLQJ H[SHULHQFH WKH results from 166 DQG VWXGHQWV¶
module feedback played the key role in pushing them. This showed that 
student voice was becoming more important in innovating assessment. 
Arguably, it could also be read as a part of the neoliberal agenda: students 
were consumers who paid for the education, and thus their demands had to be 
met. However, two Sociology lecturers ± Dr. Fielding and Dr. Jones ± 
expressed their concerns about the NSS. For them, other influential issues 
should also be considered in addition to the statistical numbers:  
A ORWRIXVIHHODW OHDVW, IHHOWKDWWKHUH¶VDSUREOHPRIWDNLQJ things like 
that with too much face value because obviously the students complain. 
They complain about everything. Particularly they complain about 
feedback. And also when the time the NSS LV DOZD\V GRQH LW¶V QHDU WKH
time of submitting their dissertation, so they are all very stressed and 
exhausted, so you have to take these things into account. I mean after all, 
ZH¶UHsociologists; ZH¶UHQRWJRLQJ WR WDNH WKDWNLQGRI VWDWLVWLFDO VWXIIDW
face value. (Dr. Jones)  
 
Essentially, Dr. Jones felt that it woulGEHDµGDQJHU¶IRU+(WRWUHDWVWXGHQWV
DVFXVWRPHUVDQGµVSRRQ-IHHG¶WKHPLQWKDWZD\ 
(YHU\\HDU WKHUH¶VDORWRISUHVVXUH that we have to do more. But I think 
we always try to say: 'well, we have a lot of practice that have already in 
SODFHDQGWKHUH¶VQRHQGWRGRLQJPRUHDQGWKHUH¶VQRHQGWRJLYLQJPRUH
feedback, more assessment. I think there is a danger EXW LW¶V QRW
SDUWLFXODUO\ WR RXU VFKRRO RU WKLV XQLYHUVLW\ EXW LW¶V MXVW Whe way how 
HGXFDWLRQ LV LQ%ULWDLQ LIZHGR WRRPXFK\RXGRQ¶W WUHDW WKHPDV DGXOW
OHDUQHUV \RX WUHDW WKHP DV FKLOGUHQ EHFDXVH \RX¶UH FRQVWDQWO\ VSRRQ-
IHHGLQJ\RX¶UHFRQVWDQWO\PHHWLQJHYHU\RQHRIWKHLUGHPDQGVDQGWKHUH¶V
no end of their demands, so where do you draw that line?  
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7KLV DJDLQ LQGLFDWHG OHFWXUHUV¶ SURWHVWV DJDLQVW WKH FRQVXPHULVW WUHQG RI +( 
and confirmed their educational viewpoints, which they attempted to 
operationalise in the two departments, even if constrained by the University 
climate.  
5.4 Assessment methods in the two departments: the dominance of 
coursework 
From the Module Catalogues 2009±2010, interviews, and focus groups, 
similarities and differences were found in the way the Sociology and English 
lecturers assessed their students.  However, different from the past, 
coursework rather than exams was the dominant assessment method in both 
departments, which showed their emphasis on using coursework as formative 
assessment in order to improve student learning.  
 
5.4.1 Assessment methods in the Sociology department  
 
In the Sociology Module Catalogue, examinations combined with 
presentations were the dominant choice in the first year. Perhaps because first 
year was a big group of students (around 200), examinations could be the 
most suitable form. However, assessment in the second and third year was 
dominated by essays, and exams came second. Other assessments, such as 
case study and reflective journal, were also employed (see Table 5.1). In 
addition to these assessment methods, all final-year students of Sociology 
undergraduate programmes had to do a 12,000 word dissertation which was 
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considered by most Sociology lecturers as very important and accounted for 
one third of the final year credits: 
>,W¶V@ YHU\ YHU\ LPSRUWDQW DV IDU DV RXU VFKRRO LV FRQFHUQHG EHFDXVH LW
carries 40 credits, so as you know, for level 3, they study 120 credits, so 
one WKLUG RI WKDW LV DFWXDOO\ WKH GLVVHUWDWLRQ 6R \RX NQRZ WKH\¶UH YHU\
YHU\LPSRUWDQW%HFDXVHLW¶VD\HDU-long module, I will start preparing them 
for it in semester 2 of year 2. (Dr. Darcy) 
 
 
 
The dominance of essays was also found in the assessment practice of five 
interviewed Sociology lecturers, illustrated in Table 5.2. For Dr. Darcy, the 
reasons for the dominance of coursework, especially essays, could be partly 
because coursework allowed lecturers more flexibility in designing it, 
whereas for exam questions, they had to follow the rules. Also, both the 
lecturers and students had similar ideas that they did not like exams: 
You can imagine most of Sociology and Social Sciences tend towards very 
PXFK RQ FRXUVHZRUN WKH\ GRQ¶W OLNH WKH IRUPDO H[DPLQDWLRQ 7KH\
basically thought that the easy way to do is just force the core modules to 
do it because if we gave them a choice, most people would not do the 
formal examination. (Dr. Fielding ± Sociology) 
 
Table 5.1 Assessment methods in the Sociology Module Catalogue 2009-2010 
Level Number 
of 
modules 
Assessment methods 
Exams 
 
Essays Project
s 
Present
a-tions 
Others 
1 11 
 
8 4 0 7 Practical: 1 (Social 
work) 
2 28 
 
7 23 3 1 Case study: 2 
Reflective journal: 
1 course 
3 
 
13 
 
7 12 0 0 0 
 
Total 
 
52 22 37 3 8  
  
08¶V6RFLRORJ\'HSDUWPHQWb) 
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<RXJHWDQXPEHUIRUH[DPVDQG\RXFDQ¶WUHPHPEHUZKDW\RX¶YHZULWWHQ
\RXFDQ¶WUHPHPEHUWKHTXHVWLRQV$QG\RXGRQ¶WNQRZZKDW\RX¶UHGRLQJ
is right or wrong. (Daniel ± Sociology student) 
 
Among five modules in Table 5.2, there was no presentation. For most 
lecturers, presentations were difficult for mark moderation and organisation, 
and as such written forms of assessment was more favourable. As Dr. Darcy 
remarked:  
The more traditional ways of assessment facilitate mark-monitoring, for 
instance, in each of our module, except the dissertation is double marked, 
each of our module; in each of our modules, we construct a sample, which 
a mark monitor has to look at to comment on the overall standards of our 
PDUNLQJDQGVRRQ)RUJURXSSUHVHQWDWLRQVLW¶OOEHYHU\GLIILFXOWWRGRIRU
the mark ±monitoring to take place after the event. 
 
This also showed the influence of University quality assurance on the 
OHFWXUHUV¶ DVVHVVPHQt practices. Similar results could also be found in the 
English department. 
Table 5.2 Assessment methods used by the interviewed Sociology lecturers 
Name and 
position 
Typical courses 
taught 
Level and 
number of 
credits 
Assessment methods 
1. Dr. Darcy 
(Director of 
Assessment)  
Exploring Social 
and Cultural Life 
through Films  
Level 2 ± 
10 credits 
One 3000 word essay (100%) 
2. Dr. Fielding 
(Chair of 
Teaching 
committee) 
Social order: 
work, 
employment and 
Society  
Level 3 ± 
20 credits 
One 2-hour exam (50%) 
One 3,000 word essay (50%) 
3. Dr. Bennett 
(Exam officer) 
 
 
Understanding 
Contemporary 
Society  
Level 1± 
full year ± 
30 credits 
One 1,500 word essay (20%) 
One 3,000 word essay (40%) 
One 3,000 word essay (40%) 
One 1,500 word formative 
essay (0%) 
4. Dr. Jones 
(lecturer) 
Culture and 
power  
Level 3 ± 
20 credits 
One 2-hour exam (50%) 
One 3,000 word essay (50%) 
5. Dr. Maguire 
(Undergrad. 
convenor) 
Convenor of 
undergraduate 
courses 
 Talking about assessment in 
Social Work undergraduate 
courses in general 
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5.4.2 Assessment methods in the English Department 
 
The English Module Catalogue also suggested the dominance of exams in 
year one and of essays in year two and three. While presentations were mostly 
used in year-one Sociology modules, these appeared less in year-one English 
modules, and none in year two. However, it was used the most in year three, 
which was different from Sociology. One of the reasons could be due to the 
Drama modules which included performance. Nevertheless, presentations 
were also not as common as essays and exams. Perhaps one of the distinctive 
features of the English assessment methods was the use of online assessment, 
such as online exam and e-portfolio, in some modules, which was not found 
in Sociology (see Table 5.3). 
Table 5.3 Assessment methods in the English Module Catalogue 2009-2010  
Level Number 
 of 
modules 
Assessment methods 
 
exams essays projects present
-ations 
others 
1 19 
 
10 6 3 4 E-portfolio: 2 courses 
(learning blogs)  
Close-reading: 1 course  
Portfolio: 1 course (un-
assessed) 
One online exam (out of 
these ten exams) through 
Web CT 
 
2 
 
13 
 
4 
 
11 
 
1 
 
0 
Portfolio: 2 courses  
Close-reading: 2 courses 
Practical: participation in 
Applied Linguistics 
Research: 2 courses  
 
3 
 
41 
 
12 
 
36 
 
5 
 
7 
E-portfolio: 2 courses 
(blogs, peer feedback)  
Practical: module 
performance outcome   
 
Total 
 
73 
 
26 
 
53 
 
9 
 
11 
E-portfolio: 4, close-
reading: 3, practical: 3  
 
 08¶V(QJOLVK'HSDUWPHQWE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Table 5.3 also showed that the majority of year-two courses included two 
assessment components: mostly one essay as a dominant component 
combined with different forms of assessment, such as one exam, close 
reading, portfolio or practical task. In year three, there was also a similar 
combination; however, about a quarter of the courses had two essays. The 
assessment methods employed by five interviewed lecturers also reflected 
these features. While the dissertation was a requirement for all Sociology 
students and an important assessed work leading to the determination of the 
degree, it was optional in English. Instead of giving students the freedom to 
choose not to do the dissertation, the English department made the decision 
for them. Dr. Grant noted that: 
:H WDNH WKH GHFLVLRQ WKDW WKH ILQDO \HDU GLVVHUWDWLRQ LVQ¶W D FHQWUDO
FRPSRQHQWRI WKHGHJUHH VR LW¶VRSWLRQDO:H WKLQN WKDW WKHGLVVHUWDWLRQ
itself is a quite demanding piece of work. We make the students aware of 
what the requirements are for that, and we also have a very rigorous 
screening process. So generally students who are at average or below 
certain points will be advised not to take the dissertation module because 
ZHGRQ¶WWKLQNWKDWWKH\ZLOOKDYHDVWURQJHQRXJKIRXQGDWLRQWREHDEOHWR
deal with independent study. 
 
Compared with the five Sociology lecturers, assessment done by their English 
peers seemed to be more varied, including assessed essays, formative essays, 
presentation and online portfolios (seminar templates, learning blogs, and peer 
feedback) (See Table 5.4).  
 
While essays were helpful to student learning, if overused without other 
methods, it might make students stressful when they had to submit many 
essays at the same time:  
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In the second year, we had a terrific situation where at Easters we had 
about four or five essays due in the same day, and they were about 16 
thousand words all together. Nightmare. (Jackie ± English) 
 
,PHWP\WXWRUDQGKHVDLGµ2KKRZ¶V\RXURWKHUZRUNJRLQJ"+DYH\RX
JRWDQ\RWKHUHVVD\"¶$QG,VDLGµ2K\HVILYH¶%ULGJHW± English) 
 
 
That might be one of the reasons why all Sociology core courses had a 
combination between coursework and exam to reduce such unbalance: 
We had quite a lot of formal examination in year one, but year two was 
heavily coursework. And a couple of years ago, that would seem not to test 
students in an appropriate way because it was so heavy to students in terms 
Table 5.4 Assessment methods used by interviewed English lecturers 
Name and 
position 
Typical 
courses 
taught 
Level 
and 
number 
of credits 
Assessment methods 
1. Dr. Grant  
(Director of 
Undergraduate 
Studies)  
 
The Gothic 
Literature  
Level 3 ± 
20 credits 
ZRUGIRUPDWLYHHVVD\ 
(0%) 
2QOLQHSRUWIROLR[-
word   learning blogs: 20% and 
2x 250-word replies (peer 
feedback): 10% 
2QHZRUGHVVD\ 
2. Dr. Curtis 
(Director of 
Examinations) 
 
 
Academic 
Community  
Level 1 ± 
Full year 
± 20 
credits 
Eight learning blogs completed 
and posted on Web CT 
throughout the year (formative, 
0%). 
ZRUGHVVD\
(submitted at the end of Spring 
Semester) 
presentation: 25% (at the end of 
Autumn semester) 
3. Dr. Alconbury 
(lecturer) 
 
Burning 
Desires: 
Vikings in 
Britain  
Level 3 ±
20 credits 
ZRUGHVVD\ 
$VVLJQPHQW3RUWIROLRRI
seven seminar templates, no 
longer than 500 words each, 
posted and reviewed on Web CT.  
4. Dr. Firth 
(Lecturer) 
 
Modern 
Irish 
Literature 
and Drama  
Level 3 ±
20 credits 
One 15- minute individual 
presentation (40%) 
One 3,000 word essay (60%) 
5. Prof. Davies 
(Lecturer) 
Introduction 
to Language 
Teaching  
Level 3 ±
20 credits 
One 1-hour exam (50%) 
One 4,000 word group project 
(50%) 
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that they had to write so many words during a semester and also it opened 
WRPRUHSODJLDULVPDQGVRRQ6RZH¶UHNLQGRI WKLQNLQJDERXWEDODQFLQJ
that around. Pretty much all the core modules have the formal examination 
to try to balance between coursework and formal examination. (Dr. 
Fielding ± Sociology)  
 
 
In brief, the dominant assessment method in both English and Sociology was 
essays, combined with exams or other alternative assessment methods. 
However, the assessment practices at these departments were different in that 
English seemed to allow more flexibility in assessment, and thus there was 
more variety and innovation in their assessment methods. Presentations and 
online assessment (portfolios and learning blogs) were used more in English 
than Sociology. Meanwhile, assessment practices of five Sociology lecturers 
were only essays and exams. One of the reasons could be because the 
Sociologists ZHUHµIUDPHG¶E\WKHSROLF\RIbalancing 50-50 exam and essay 
in core modules, whereas this policy was unheard of in the interviews with the 
English lecturers. The following section will explore features of the marking 
process, including mark moderation and double marking, as well as marking 
criteria and guidelines and how they helped students to learn.   
5.5 The marking process and student learning 
The marking process in both departments was characterised by mark 
moderation, second marking, and marking scheme and criteria. For both 
senior managers and lecturers, it seemed to be clear, transparent, yet tightly 
managed. However, while senior managers considered its purpose as to 
ensure quality and standards for the University, most lecturers viewed it in 
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terms of their communal or uniformed decisions that helped bring about more 
fairness to students to support their learning rather than quality assurance. 
 
5.5.1 Mark moderation and double marking  
 
$V UHJXODWHG LQ WKH 08¶V 4XDOLW\ 0DQXDO DOO WKH PDUNV OHDGLQJ WR WKH
GHFLVLRQ RI WKH )LQDO 'HJUHH &ODVVLILFDWLRQ PXVW EH PRGHUDWHG WKH 08¶V
Quality Manual 2009: 14).  In English, all the work in the second year was 
moderated, and all the work in the third year was double-marked. Meanwhile, 
in Sociology, each of their modules was moderated, and the final year 
dissertation was double-marked. For WKH 08¶V senior managers, mark 
moderation tended to be mainly for quality assurance purposes: 
Schools have to have moderation policies in place. Normally, if a piece of 
ZRUN ZRXOG KDYH D GLUHFW LPSDFW RQ VWXGHQWV¶ GHJUHH FODVV LW ZRXOG EH
GRXEOH PDUNHG,W¶V UHDOO\ DQ DVVXUDQFH V\VWHP LW¶V WKH TXDOLW\ DQG the 
standards, and the marking against the criteria and the award of marks, but 
IURP WKH VWXGHQWV¶ SRLQW RI YLHZ LW¶V DOVR WR DVVXUH WKDW LW LVQ¶W MXVW RQH
person see their work, that somebody else is looking at the marking. (The 
MU¶V+HDGRI$VVHVVPHQW 
 
However, although the moderation was to ensure consistency and eliminate 
YDULDWLRQ LQ PDUNLQJ LQ FRQWUDVW WR VHQLRU PDQDJHUV¶ TXDOLW\ DVVXUDQFH
purposes, most lecturers talked about the educational aims of this process.  
For them, it was not to control how they mark, but to discuss and come to a 
mutual agreement on the marks in order to ensure fairness for students:   
I actually think one of the best things in the British system is the policy to 
KDYH GRXEOH PDUNLQJ (VVHQWLDOO\ LW¶V QRW D NLQG RI FRQWURO over people 
ZKRFDQ¶WGRLWEXWLW¶VDNLQGRI\RXNQRZKRZVRPHERG\LVGRLQJLW\RX
KDYH D FRPPXQDO GHFLVLRQ $QG WKH LGHD DERXW H[WHUQDOLQJ LW¶V VR
LQWHUHVWLQJ :KHQ \RX DUH DQ H[WHUQDO H[DPLQHU LW¶V VR LQWHUHVWLQJ WR VHH
how examples arrive at decisions....There never is ultimate fairness, but I 
WKLQN LW¶V DERXW DV PXFK IDLU DV LW JHWV 6R LW¶V TXLWH D JRRG WKLQJ 'U
Alconbury ± English)  
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Dr. Jones (Sociology) viewed the process as opportunities to reflect and 
uniform her feedback and marking:  
External examiners have pointed out things like: your feedback is not 
uniform because what happens through a lot of schools is that some people 
JLYH D ORWRI IHHGEDFNRWKHUV MXVWZULWHD IHZVHQWHQFHV 6R WKDW¶VJRRG
because the moderation process, whether internal or external, is trying to 
make it more uniform.... Mostly I think through the moderation and the 
H[WHUQDO H[DPLQHUV \RX MXVW«\RX UHDOLVH \RX¶UH GRLQJ WKH ULJKW WKLQJ LQ
JHQHUDOZKHQ\RXVHHRWKHUSHRSOH¶VIHHGEDFNEHFDXVHDVZHOODVP\PDUN
wilOEHPRGHUDWHG,DOVRPRGHUDWHVRPHRQHHOVH¶VPDUNV\RXVHH6R,FDQ
also compare or contrast.   
 
Likewise, Dr. Firth (English) believed that marking in humanity subjects 
tended to be more subjective, thus moderation and double marking was 
necessary to reduce subjectivity and improve uniformity, as well as to ensure 
that lecturers use the same standards and criteria. Although lecturers tried to 
minimise variation among different markers, for most students in the two 
departments, variation still existed not in the same modules but across 
modules:  
, ILQG WKHUH¶Va lot of variation in the marking and the marking processes 
because when you handed in one essay with one structure, and you were 
WROGWKDW¶VEULOOLDQWDQGWKHQZKHQ\RXGRH[DFWO\WKHVDPHWKLQJ but with 
RWKHU OHFWXUHUV \RX¶OO JHW IDU OHVV PDUN , PHDQ REYLRXVO\ LW¶V
LQGLYLGXDOLVWLF IRU WKH SHRSOH ZKR UXQ WKH PRGXOHV EXW WKDW GRHVQ¶W
necessarily seem to be that much coherence between different modules, 
especially different years and different areas. (Una ± Sociology)  
 
Thus, they suggested more communication among lecturers who were 
teaching different modules in order to bring about more consistency across 
modules:   
,WKLQNWKDWPD\KHOSLIWKHUH¶VDELWPRUHFRPPXQLFDWLRQEHWZHHQPRGXOHV
as well.  I think the way Language was marked in first year was quite a lot 
harder than second year, and Theories was really hardly marked. (Bridget ± 
English) 
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In brief, both departments applied mark moderation and double marking not 
only for quality assurance as required by the University, but also for the 
students in ensuring fairness and giving better feedback. In addition to 
marking moderation and double marking, marking criteria and guidelines 
were also used to inform and guide the students about how they were marked 
and how they could produce better pieces of work.   
 
5.5.2 Marking criteria and guidelines in improving student learning 
 
 
Both departments had general marking criteria which described in detail what 
the work in different ranges. However, there seemed to be more differences 
than similarities in the usage of marking criteria and guidelines in Sociology 
and English. The English department had three different specific sets of 
criteria for essays, presentations, and learning blogs published on the school 
Intranet and printed forms for the students. They were explained by Dr. Grant 
as: 
One of the reasons why we move away from just having just one standard 
set of criteria is that all different types of coursework have something that 
is more details specifically to be different, different modes of coursework, 
this might involve in keeping the criteria more or less the same, but making 
our seminar tutors and personal tutors aware of that, and students might 
need to be coaching in one particular area, so helping the students kind of 
match the special criteria on to their work. 
 
Four English students had similar ideas that these criteria helped them to 
know the expectations, encouraging them to think and compare their work 
against them in order to improve. However, it depended on the modules that 
the marking guidelines and criteria were good or not. For most of them, 
Language modules were better because the guidelines seemed to be clear, 
while those in Literature tended to be vague:   
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The Language LV UHDOO\ JRRG , WKLQN WKDW¶V WKH EHVW RQH 5HDOO\
VWUDLJKWIRUZDUGLVQ¶WLW":HNQRZH[DFWO\ZKDWZHQHHGWRGR7KH\JLYH
lots and lots of guidelines and exactly what books we can look for specific 
WKHRULHVDUHDVRIUHVHDUFK,W¶VUHDOO\ZHOORUJDQL]HG0ROO\ 
 
7REHKRQHVW,HYHQGRQ¶WOLNHLiterature any more. I hate it. I hate it. I just 
GRQ¶W ZDQW WR GR LW  , ORYHG Literature and it was my strongest of the 
VWUDQGDQG,FDQWHOO\RXKRZWRZULWHDJRRGHVVD\EXW,FDQ¶WVWDQGEDFN
µ,GLG WKLV WKLVDQGWKLV¶%XWZLWKLanguage, for instance, I can be like: 
µ:HOO ,GLG WKDWEHFDXVHRI WKDW¶%XWZLWK Literature , MXVWGRQ¶WNQRZ
Whenever I get good marks on Literature,MXVWGRQ¶WNQRZKRZ,GLGWKDW
(Jenny) 
 
Also, in some modules, students felt that they were not directed with the 
marking criteria, and as a result, they got lost:   
In Stylistics, the lecturer was so extremely vague about our last essay. I 
handed in and that could be 80 or 20, and I got no idea whether it was good 
RUVR,GRQ¶WUHDOO\NQRZZKDWWKHPDUNLQJFULWHULDDUHDWDOOVR,JRWQR
GLUHFWLRQ IRU P\ HVVD\ WKH IDFW WKDW µ)LQG DQ\ WH[W \RX OLNH DERXW DQ\
VXEMHFW\RXOLNH¶DQG ,¶PMXVWOLNHµ:KDW"¶+HOHQ 
 
Meanwhile, in Sociology, apart from the general marking criteria on the 
VWXGHQWV¶XQGHUJUDGXDWHKDQGERRNV WKHUHZDVQRVHWRIFULWHULD IRUGLIIHUHQW
types of written work like English. Instead, Dr. Darcy ± Director of 
Assessment ± designed and encouraged lecturers to use The module-based 
generic feedback which served as a guideline to inform students on what 
lecturers were looking for in each module specifically so that students could 
understand clearly what they should do to get better marks and what they 
should avoid. Dr. Darcy explained: 
The generic marking scheme in the student handbook is helpful, but 
generic. There might be more specific requirements that they have to meet. 
So I would actually do a few pages of feedback for the entire module, and 
say how many students in the previous cohort got a pass, a 2:1, and so on, 
and what are the topics that students have addressed and these are some of 
the characteristics of a good essay and of a weak essay for that particular 
topic. When the student receive the information, he or she will be able to 
SODFHKLPVHOIRUKHUVHOIZLWKLQDEURDGHUFRQWH[WVRLW¶VQRWRQO\DERXWKRZ
they have done within their essay, but how they have done in relation to 
other people in their class.  
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For Dr. Darcy, the guideline was useful although it would be difficult for 
module convenors in big team-taught modules because they had to synthesise 
DOO WXWRUV¶ FRPPHQWV WR FRQVWUXFW WKLV JXLGHOLQH Three other Sociology 
lecturers also believed this guideline was essential to help students to come up 
with better pieces of work because it showed them exactly what to do. Thus, 
most Sociology students highly appreciated it. As Tom said: 
7KHEHVWJXLGDQFHZH¶YHJRWLQWHUPV of assessments is that some modules 
provide at the start the module-based generic feedback that they gave to the 
SHRSOHZKRGLG WKHPRGXOH WKH\HDUEHIRUH7KDW¶VVRUWRIVSHOOLQJRXW LQ
YHU\GHWDLOV VR WKDWZHFDQVHH WKLVZDVQ¶WQRWHQJDJHGZLWK WKHRULHs, we 
FDQ VHH WKLV GLGQ¶W VWUXFWXUH YHU\ ZHOO EODE EODE EODE ,W¶V YHU\
instrumentally clear where people went wrong. So, people straight away 
KDYHDQLGHDRIµ:HOOWKDW¶VREYLRXVO\LI,DYRLGWKHVHWKLQJVRXUPDUNV
ZLOOEHIDLUO\ZHOO¶DQGKDYHWKDWfeeling of confidence.  
 
However, in some modules, Sociology students were also puzzled about 
marking standards. Daniel noted that: 
One thing that struck us was during a Religion module last year, a group of 
us wrote essays. We all wrote them separately but we all checked each 
RWKHU¶VHVVD\EHIRUHKDQGLQJWKHPLQDQGHYHU\RQHZDVUHDOO\KDSS\DQG
had confidence that at least a handful of us would get first.  Everyone was 
SRVLWLYHDERXWWKHZRUNWKDWZH¶GGRQH$QGWKHQZHJRWWKHHVVD\VEDFN
and I think the highest anyone got was 68, but we all thought ours were 
actually good, not in terms of our confidence. And no one could get the 
PDUNRQWKDWNLQGRIUDQJHDQGZHFRXOGQ¶WUHDOO\XQGHUVWDQGZK\" 
 
In spite of these concerns, the marking process in both departments seemed to 
be transparent and consistent with marking criteria, guidelines, moderation 
and double marking. However, for Professor Davies, the marks were more 
beneficial for the school than for students: 
To be honest, the only reason we assess the students is that the university 
and the school require us to give them marks. Many students learn because 
WKH\ ZDQW WR OHDUQ DQG WKH\¶UH LQWHUHVWHG EXW WKH VFKRRO PDNHV D
requirement: you have to give a number for each module, so pedagogically 
,¶PQRWVXUHWKDWPDNHVDGLIIHUHQFH+DYH\RXOHDUQPRUHLI\RX¶YHJRWD
60 or 55? Maybe the person with a 55 actually learns more, but her writing 
is not that strong.  Maybe the person with a 60 did learn more.  A person 
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with a 70 may learn a lot and put a lot of effort into it, but it also means she 
has good writing skills, good organisation skills.  
 
IQ WKH OHFWXUHUV¶ HGXFDWLRQDO YLHZSRLQW what really helped students to learn 
was formative feedback rather than summative assessment. Prof. Davies said: 
IQPRVWFDVHV,¶PQRWVXUHWKHDVVHVVPHQWLVUHDOO\UHTXLUHGIRUOHDUQLQJ,W
is just something that the school forces the students to do. The feedback is 
ZKDWLPSRUWDQWIRUVWXGHQWV ,W¶VQRWWKHQXPEHURQ7KHDVVLJQPHQWVDQG
the feedback it gives, the engagement it gives with your lecturer enforces 
your learning. I think you learn more by sitting down and having a talk 
with your lecturer than you do by giving a number on essay. So you know, 
,WKLQNDVVHVVPHQWLQPRVWFDVHVLVQRWIRUWKHVWXGHQWLW¶VIRUWKHVFKRRO 
 
In brief, marking criteria and guidelines at the two departments were 
different: English used three sets of marking criteria for different 
assessment methods, whereas Sociology just had the general marking 
criteria. However, the Sociologists applied The module-based generic 
feedback as a useful guideline for students in doing their assignments. In 
both departments, students had similar ideas about the marking that it 
rather depended on the modules. Thus, they showed both appreciation 
and complaints about the marking in some modules.    
5.6 Constraints that hinder alternative assessment 
Most English and Sociology lecturers had a similar opinion that student 
numbers, lack of time and support were the key constraints that might hinder 
alternative assessments or make it more difficult for lecturers in the 
assessment process. As the student numbers were increasing, the lack of time 
might cause problems to double marking:    
7KHUH¶VDOZD\VDEDODQFHDVZHOOEHWZHHQWKHDPRXQWRIWLPHWKDWZHFDQ
reasonably invest in the marking process as well, as we take on more 
students, so time constraint becomes more difficult to do the double 
marking. (Dr. Grant ± English)   
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Some lecturers would like to try alternative assessment methods; however, 
they could not do it due to time limitation. According to Dr. Darcy 
(Sociology), he wanted to try oral examination or group presentation in 
µExploring Social and Cultural Life through Films¶EXWKHFRXOGQRWEHFDXVH
this module was very short: 
I can choose to assess the students verbally, orally, like a lot of lecturers in 
Belgium or in France still you actually got to see the professor, you have an 
RUDOH[DPIRUPLQXWHV1RZLWWDNHVDORWRIWLPHWRGRWKDW+HUHLW¶V
weeks, very short. And within that, the contact hours for a 10 credit 
modules are 15 KRXUVRQO\,¶YHDFWXDOO\JLYHQP\VWXGHQWVKRXUV6R,
do eight two-KRXUVHVVLRQV%XWHYHQWKHQLW¶VYHU\VKRUW\RXNQRZ6R,
have to think of a way of assessing them, but I think group presentation 
could be a good way forward, not without these challenges. 
 
Dr. Alconbury (English) also wished to have more time and fewer students to 
give more assignments and feedback in order to support their learning: 
In an ideal world, I would like to keep a variety of things but have more 
time and really fewer students because I think it works and I think it 
ZRUWKZKLOHEXW,MXVWWKLQNWKDWLW¶VQRWYHU\PXFKDSSUHFLDWHG\RXNQRZ
the time that you need to spend on it. More time and time to talk to 
students about effective feedback, how to get the best of it, how to do 
things, how to go about it, to assist them in their learning, to see this is a 
SURFHVV ,W¶V QRW MXVW DERXW me passing some kind of judgement, but how 
students use that judgement in order to move forward and to get better. 
 
She strongly protested the idea of increasing student numbers as a trend in HE 
whereas lecturers did not have enough time for them, which is another aspect 
of managerialism affecting their teaching lives: 
, WKLQN WKLV LV RQH RI WKH WKLQJV WKDW PRVW SHRSOH GRQ¶W DFNQRZOHGJH WKH
LQFUHDVHRI+(DFWXDOO\PDNHVLWOHJLWLPDWHIRUVWXGHQWV$QGWKHUH¶VQRWD
lot more we can do because there are so many hours in the day, and we feel 
we do awIXOO\DORWDQGZHJHWWLUHG:H¶OOUHDOO\JHWWLUHGDWVRPHVWDJH
DQG WKHUH¶V D SRLQW ZKHQ ZH FDQ¶W JLYH LW anymore. And unfortunately 
many of these people seem to be in the Teaching and Learning strategies of 
the university or just kind of seem to thinN µ:HOO DQRWKHU  PD\ QRW
make any GLIIHUHQFH¶It makes a very big difference. 
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Therefore, in order to apply a new assessment method, lecturers had to 
consider many related factors, not only time and student numbers but also 
support from the department:     
If you choose an assessment method, it is very labour-intensive; you have 
to ensure that you get the support you need in terms of time, to be able to 
GR WKDW LQ WHUPV RI WHDFKLQJ DVVLVWDQW \RX KDYH WR HQVXUH WKDW WKHUH¶V D
supportive infrastructure there.  (Dr. Darcy) 
 
Although there were some constraints in time and student number, most 
lecturers in both departments believed that the assessment regime seemed to 
be effective in supporting student learning: 
, WKLQN KHUH LW¶V JUHDW WKDW LW¶V YHU\ SHUVRQDOLVHG , PHDQ , ZDV UHDOO\
surprised the first time I saw it. We have exam board at the end of the year 
ZKHUHZH WUXO\ ORRNDWHYHU\ VWXGHQW ,W¶V DPD]LQJ(YHU\ VWXGHQW LI WKH\
have any extenuating circumstances, any personal issues, all of that is taken 
LQWR FRQVLGHUDWLRQ LQ PDNLQJ D MXGJHPHQW DERXW ZKDW WKH\¶UH JRLQJ WR
graduate with$QG,WKLQNDOORIWKDWLVJUHDW,W¶VUHDOO\JRRGSUDFWLFH'U
Jones)  
 
 
In brief, for both English and Sociology lecturers, constraints in time and 
student numbers were factors that they needed to consider in choosing 
assessment methods. This might prevent them from applying alternative 
assessment practices or give more feedback to students. The next section will 
be about professional development (PD) in the two departments.  
5.7 Professional development (PD) 
Professional development in the two departments was similar with two types 
of training: formal training at the university level and informal training at the 
departmental level. Accordingly, postgraduate tutors and new lecturers in 
English and Sociology were required to do the Postgraduate Certificate in HE 
(PGCHE) and they could take PD courses provided by the Staff and 
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Educational Developmental Unit (SEDU). In addition, they received informal 
training through being mentored or talking to senior or more experienced staff 
within their department. About PD programmes, the 08¶V Head of 
Assessment believed they might be effective: 
,ZRXOGVD\,JXHVV\HVEHFDXVHLIWKH\ZHUHQ¶WHIIHFWLYHWKHQZHZRXOG
KDYH SUREOHPV ZLWK RXU DFDGHPLF VWDII :H ZRXOG KDYH VWXGHQWV¶
complaints, you know, there would be VWXGHQWV¶ QRW JHWWLQJ YHU\ JRRG
GHJUHHV  7KH H[WHUQDO H[DPLQHUV DUH QRW FRPPHQWLQJ WKDW WKHUH¶V D
problem. If they thought there was a problem with the teaching and 
learning in a particular module, they would raise that in their annual report. 
You know, WKH8QLYHUVLW\¶VTXDOLW\DXGLWZLOOSLFNXSWKDWVRUWRIWKLQJDV
ZHOO WKH VFKRRO UHYLHZ ZLOO SLFN XS WKDW VRUW RI WKLQJV VR \HV LW¶V DQ
effective programme for new lecturers.  
 
Again, the 08¶s Head of Assessment talked about PD in managerial terms 
with nothing about the PD benefits for the lecturers. As a new lecturer who 
had just been teaching for three years, when taking these PD courses, Dr. 
Jones (Sociology) felt that they tended to be general for all subject disciplines 
and bureaucratic in asking lecturers to do assignments, whereas they were too 
busy to do so:  
You know, the university ran workshops and courses, so you can do 
something, but to be honest, most of us do not have the time, and I think a 
lot of us believe that those are skills that you can acquire on the job, like 
the Postgraduate Certificate in Higher Education (PGCHE), we are put in a 
URRPZLWKHQJLQHHUVDQGVFLHQWLVWV%HFDXVHLW¶VQRWGLVFLSOLQHVSHFLILFWKH
people who deliver these courses often speak in a very general way, so LW¶V
not very useful. And often at university level, the way they do it very 
bureaucratic. Because we have to submit some assignments for this course 
and stuff, so it feels more like one more thing that you have to do rather 
than having a quick word with someone or looking at their feedback and 
comparing. 
 
Thus, she felt that it was more useful to learn from peer-review, teaching-
away day, and informal talks with people in the department or meetings with 
module convenors: 
,¶G UDWKHU KDYH LQ-house peer-review and training and sharing within the 
school. I find it really useful with the teaching- away day that we have, or 
talking with colleagues because sometimes when talking to others, you 
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UHDOLVHGWKDWLW¶VDFRPPRQSUREOHP so the problems you are facing are not 
just your own. And also like in the year-RQHFRXUVHWKDW,¶YHWROG\RXDERXW
WKDW¶V WHDP-taught, so now we have to do the marking, but the convenor, 
KH¶VYHU\FRQVFLHQWLRXVKHDFWXDOO\JRHVWKURXJKDOPRVWDOORXUVcripts, and 
ZHKDYH DPHHWLQJEHIRUHZHJLYH WKHP WR WKH VWXGHQWV DQGDJDLQ WKDW¶V
really good because we meet and we kind of reflect on.  
 
For her, the departmental culture was very supportive, and she could always 
DVNDQGOHDUQIURPVHQLRUFROOHDJXHV¶Jood practices:  
, WKLQN LW¶V RXU SDUWLFXODU GHSDUWPHQW FXOWXUH 2XUV LV YHU\ RSHQ DQG
friendly. I can go up to the Director of Assessment any time and say: you 
NQRZ,¶PQRWUHDOO\VXUHLIP\IHHGEDFNLV2.RULIWKLVPDUNLV2.RU,
can go to a convenor sRPHRQH,¶PFR-teaching with. So I think that really 
helps for people like me in particular who are just starting teaching because 
\RXFDQDOZD\VDVNRWKHUSHRSOHDQGWKH\¶OOEHDEOHWRWHOO\RXZKHWKHU\RX
DUHRQWKHULJKWWUDFNRUQRW,WKLQNLW¶VDOZays good to speak to a more 
experienced colleague because formal guidelines are just guidelines, and 
\RX NQRZ LW¶V UHDOO\KHOS WR WDON WRRWKHUSHRSOH DQGJHW D VHQVHRI WKHLU
RZQ«DVHQVHRIJRRGSUDFWLFHDQGWKHQWRHPSOR\WKDW 
 
Dr. Darcy (Sociology) also believed what could help new lecturers were 
informal conversations about the designing of the modules and things they 
needed to follow, as well as meetings to moderate the exam papers and 
essays:  
7KH\¶YHEHHQLQLQIRUPDOFRQYHUVDWLRQVWRSLFNXSVRPe ideas or some tips 
of how to do it...I chair those meetings when we moderate the exam papers 
to ensure that there are standardisation. They are for moderation purposes, 
EXW WKHUH DUH FRQYHUVDWLRQV µEHKLQG WKH VFHQH¶ VR DV WR VSHDN WR HQDEOH
new colleagues particularly, to be able to understand the conventions and to 
be able to design the assessment based on that. And we do the same with 
HVVD\V DV ZHOO 6R LW¶V QRW D NLQG RI VSHFLILF WUDLQLQJ EXW WKHUH DUH
mechanisms to ensure that conventions are followed and that support is 
provided, particularly they are new modules, as sometimes, the colleagues 
DUHQ¶WFOHDUDERXWZKDWWRGR6RZHGRKHOSWKHPRXWLQWKDWZD\ 
 
Similarly, in English, for Dr. Grant, postgraduate tutors were mentored by 
their module convenors in assessment, especially in the marking process: 
Individual tutors will get guidance from the module convenors, so we make 
sure that our module convenors are giving them the correct coaching in 
terms of how they should be assessing, which are the range they should be 
PDUNLQJDWZKHUHLW¶VUHTXLUHG$SRVWJUDGXDWHWXWRUPD\KDYHWKHHQWLUHRI
their assessed work double-marked by the module convenor and a member 
staff, and then that member staff will go through and talk through the 
rationale for the marking.   
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Annual training seminars were also made by module convenors for 
postgraduate tutors on marking when necessary; however, this form of 
training did not happen frequently and for every module:    
The other thing that tends to happen occasionally on an annual basis is 
UXQQLQJ D WUDLQLQJ VHPLQDU WKDW¶V PRGXOH VSHFLILF VR LI WKH PRGXOH 
FRQYHQRUV IHHO WKDW LW¶OO EH KHOSIXO WKH\ ZLOO UXQ D VHVVLRQ IRU RXU
SRVWJUDGXDWH WXWRUVRQ WKHPRGXOHZKHUH\RX¶OO ORRNDW VDPSOHZRUNDQG
grading and talk to the UDWLRQDOH EHKLQG WKDW ,W GRHVQ¶WKDSSHQ IRU HYHU\
PRGXOHEXWMXVWZKHUHWKHPRGXOHFRQYHQRUVIHHOWKDWLW¶VLPSRUWDQW'U
Grant)   
 
 
To sum up, although there were PD courses provided at the university level, 
for the staff in both English and Sociolog\ µRQ-the-MRE¶ WUDLQLQJ WKURXJK
mentoring, academic meetings and talks with colleagues seemed to be a 
helpful and effective way to support new lecturers and postgraduate tutors.   
5.8 Conclusion 
This chapter has outlined the key assessment features of the Sociology and 
English departments of the MU. In general, the University assessment regime 
was well organised and effectively operated, yet at the same time was tightly 
managed and controlled. There was a tension between WKH8QLYHUVLW\¶VSROLF\
and senior managers with a neoliberal reductionist perspective focusing more 
on compliance with quality assurance, DQGOHFWXUHUV¶HGXFDWLRQDOapproach on 
using assessment to teach and educate students. Although the Sociology and 
English lecturers used neoliberal language to talk about the assessment 
process and conformed to the neoliberal policies in terms of marking and 
quality assurance, they tended to use these policies to support student learning 
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and their assessment practices emphasised intrinsic rather than instrumental 
learning.    
 
Assessment in both departments shared significant similarities in key 
assessment features. The assessment regimes were dominated by coursework, 
especially essays. Changes in assessment policy and practices were driven by 
the NSS and student feedback in module evaluations or staff-student 
meetings. 'XHWRVWXGHQWV¶GLVVDWLVIDFWLRQ LQDVVHVVPHQWDQGIHHGEDFN LQ WKH
NSS in recent years, both departments focused on changes in feedback, 
marking criteria and provided students with more assessment guidelines than 
previously to support them for better understanding and improving their work. 
In terms of PD, informal PD training at the departmental level was perceived 
to be helpful for new lecturers. Less helpful were University courses which 
seemed to be more about control and less about development. There were still 
constraints, mainly in time and student numbers, which made it difficult for 
lecturers to apply innovative practices in assessment. Both Sociology and 
English students had similar views and experience on assessment: there were 
variations in marking and feedback among lecturers, and they appreciated 
some and complained about others. Apart from these key similarities, there 
were also a few minor differences in assessment practices in these two 
departments. English had more alternative assessment methods, especially 
online assessment, and more various sets of marking criteria than Sociology. 
Nonetheless, Sociology tended to balance essays and examinations in core 
modules and applied The module-based generic feedback as helpful 
guidelines for students when doing assignments in a module. Also, in 
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Sociology, the final-year dissertation was a compulsory and important piece 
of work, whereas in English it was optional and not that important.  
With the above-mentioned features, this chapter has provided a holistic 
picture of assessment in the two departments which serves as the background 
IRUWKHRSHUDWLRQDOLVDWLRQRI%RXG¶VIUDPHZRUNLQWKH08FDVHLQFKDSWHUVL[     
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6 Chapter six: OSHUDWLRQDOLVLQJ%RXG¶VIUDPHZRUNIRUWKH0LGODQGV
University 
 
6.1 Introduction 
In chapter five, kH\DVVHVVPHQW IHDWXUHVRI WKH08¶V6RFLRORJ\DQG(QJOLVK
departments were characterised, and among them were the dominance of 
essays and the focus on feedback to improve student learning. This chapter 
will now H[SORUH WRZKDWH[WHQW WKHHLJKWHOHPHQWVRI%RXG¶V IUDPHZRUNRI
Sustainable Assessment ± (i) engaging students; (ii) authentic activities; (iii) 
students design assessment; (iv) integrative activities; (v) learning and 
judgement; (vi) modelling and practice; (vii) working with peers; and (viii) 
giving and receiving feedback ± are present in the assessment policies, 
perspectives and practices of both departments and how they helped improve 
student learning and foster LLL.  In the analysis, the four elements ± (i) 
engaging students,(ii) authentic activities, (iii) students designing assessment, 
(vii) working with peers ± ZLOOEHPHUJHGLQWRµengaging students: assessment 
design and group work¶GXHWRWKHLUUHODWLRQVWRHDFKRWKHU in the data. I will 
DUJXH WKDW PRVW RI WKH HOHPHQWV LQ %RXG¶V IUDPHZRUN RI sustainable 
assessment can be seen as being effectively applied in practice. Even though 
not all lecturers in the study use alternative assessment methods, their 
assessment to some extent seems to support learning both at and beyond 
university.   
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6.2 Engaging students: assessment design and group work 
Most English and Sociology lecturers had similar ways in encouraging 
VWXGHQWV¶HQJDJHPHQW WKURXJKJLYLQJ WKHP WKH IUHHGRP WRFKRRVH WKHLURZQ
assessment topics, authentic activities and group presentations or projects.  
Evidence was also found that students could improve their learning because 
they felt these assessment tasks engaging and interesting. 
 
6.2.1 Engaging students through their own choice of assessment topics and 
authentic activities  
 
As mentioned in the earlier chapter, essays were the dominant assessment 
method; however, almost all the lecturers in the study did not use the 
traditional type of essay ± giving students an essay title to write about it. 
Instead, they let students have the freedom to choose the topic within the 
subject discipline or any relevant topic and negotiate it with them. They either 
offered students guidelines or encouraged students to come and see them to 
make sure that these students were on the right track. In Gothic Literature, Dr. 
Grant (English) asked students to select one or two texts by themselves and 
analyse them in their essay. For him, it was not only a chance for them to 
engage but also to take a risk and be creative:   
I really want to give the students an opportunity to explore their own 
interest DQGDOVRWRGHPRQVWUDWHWKDW WKH\¶UHengaging with the text. They 
come up with their own topics and they have to approve their topic with 
PHVR ,FDQPDNHVXUH WKDW LW¶VDSSURSULDWHEXW LWJLYHV WKHPD ORWPRUH
freedom to spot out their inteUHVW%XWWKDWLQLWVHOILVDWHVW,¶PVHHLQJZKDW
they can do and seeing how creative they can be in choosing their topics 
and that sort of things. So, give students a chance to be a lot more 
adventurous, but also teach them how to be adventurous in a very 
disciplined sort of ways. 
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Similarly, Dr. Darcy (Sociology) required students to choose their own topic 
and some related images in order to construct a story in Belief, Spirituality 
and Religion, and in Exploring Social and Cultural Life through Films, they 
selected a film, linked it to a theme and wrote a 3,000 word essay. In both 
modules, he wanted students to be able to draw on both academic and non-
academic materials. His assessments engaged the students not only because 
students had the freedom to select the topics they enjoyed, but also because 
they were related to real life, such as religion and young people, religion and 
sexuality, human right, gender, and so on.  For him, students really liked the 
assessment, engaged and learned more as a result:  
I think they like the approach because they feel that they are much more 
involved in shaping the assessment. They like the fact that they get the 
chance to decide what title the essay should be opted to and they can 
choose those images themselves and construct a story out of it themselves. 
7KH\DOVRKDYHDFKDQFHWRFRPHWRVHHPHWRWDONWRPHDERXWLW6RLW¶VD
much more, I would like to think, engaging way of doing an essay rather 
than being given a title to do it. It takes more time, I have to say, but I think 
WKH\ ILQG LW¶V PXFK PRUH HQJDJLQJ PRUH VDWLVIDFWRU\. So I hope that 
enhances their learning experience in terms of having more to say what 
they want to do within reasons.   
 
6LPLODUO\ LQ 'U -RQHV¶V PRGXOH µCulture and Power¶ VWXGHQWV DSSOLed 
sociological theories to analyse a real-life case study of their choice. She 
believed this motivated them because when they analysed an authentic social 
issue, using theoretical concepts in the module, they could link their readings 
with the real world. This provided them with a different learning experience:  
I think it adds something different to the learning process which is not just 
about collecting materials and summarising it and putting that together, but 
using certain concepts to analyse everyday life, which is part of their 
training as sociologists, they should be able to use sociological theories to 
understand the world around them...The point is they take something 
ordinary but to look at it sociologically and this is what we partly do right 
frRP\HDURQH\RXNQRZLW¶VDOZD\VDERXWHQJDJLQJWKHPZLWKWKHZRUN
from a sociological perspectives. 
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7KHUHIRUH JLYLQJPRUH VSDFH IRU VWXGHQWV¶ VHOI-determination of what to do 
and providing authentic assessment tasks could make students more engaged, 
wKLFK PLJKW UHVXOW LQ VWXGHQWV¶ LPSURYHPHQW RI WKHLU SHUIRUPDQFH $V 'U
Jones remarked: 
,I WKH\GR VWDUW WR DSSUHFLDWHZKDW WKH\¶UH OHDUQLQJ WKHQ WKH\¶OOGREHWWHU
EHFDXVHWKHQWKH\¶UHGRLQJLWEHFDXVHWKH\HQMR\GRLQJLW2IWHQ,KDGWKH
VWXGHQWV FRPH DQG VD\ , UHDOO\ HQMR\ WKH WRSLF DQG ,¶P JRLQJ WR GR P\
essay on this, or whatever.  And often people who never attend it, or people 
ZKRMXVWFDQ¶WEHERWKHUHGEXW LW¶VQRWKLQJUHDOO\JUDEELQJ WKHP6R\RX
KDYHWREHDZDUHRIµOXULQJ¶WKHPLQODXJKDQG,WKLQNWKLVZLOOPDNHDQ
impact on how they perform.  
 
It seemed that these lecturers were successful, as most students had similar 
opinions; they became more engaged when doing authentic assessment 
DFWLYLWLHVDQGWKLVUHDOO\µPDGHDGLIIHUHQFH¶WRWKHLUOHDUQLQJ 
Last year, we had two essays where we had the basic around three or five 
LPDJHVDQGGLVFXVV WKHFRQWH[WRI«RQHPRGXOHDERXW UHOLJLRQDQGRQH
about Social aspect of culture. And rather than just write 3000 words block 
of text, it was broken into images which we brought into the discussion, 
which makes a difference in our writing process and we feel a bit more 
LQYROYHG,W¶VPRUHWKDQMXVWDQHQJDJHPHQWZLWKWKHRULHVDORQJDERG\RI
text alone. It makes you more engaged with social reality. (Mark±
Sociology) 
 
Likewise, most English students liked doing their assessment that way, 
although they sometimes found it challenging to look for the topics 
themselves: 
In Investigating the English Language last year, we had to find a text. 
6RPHWLPHV LW¶V KDUG EHFDXVH \RX¶YH JRW WR JR DZD\ DQG ILQG VRPHWKLQJ
EXWLW¶VQLFHWKDW\RXFDQZULWHVRPHWKLQJWKDW\RXHQMR\+HOHQ± English)  
 
 
In brief, lecturers got students engaged in the assessment process through 
authentic and self-selected topics, and group work, and students seemed to 
appreciate these methods. Nonetheless, there were divergent opinions about 
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VWXGHQWV¶ EHLQJ HQJDJHG DQG GLVHQJDJHG LQ JURXS ZRUN IURP ERWK OHFWXUHUV
and students. 
 
6.2.2 6WXGHQWV¶HQJDJHPHQWYHUVXVGLVHQJDJHPHQWLQJURXSZRUN 
 
Professor Davies (English) gave students a practical assessment task in his 
PRGXOHµ,QWURGXFWLRQWR/DQJXDJH7HDFKLQJ¶It was not an essay but a group 
project to create classroom materials which students could use if they worked 
as teachers in future. They could also make their own decisions about what 
they were going to do. In this task, students were engaged and learned more 
through interaction with their group members. As he explained:   
TKHUH¶V a lot of engagement in the groups because by and large I find the 
groups get into their study, coach each other forward, and each individual 
student does end up doing more work and becoming more interested. When 
\RX¶UHMXVWWDONLQJWRRWKHUSHRSOHDERXWLGHDV\RX¶UHPRUHPRWLYDWHGEXW
DOVR\RXOHDUQDQGWKHUH¶VDQH[FKDQJHRILGHDV$QG,WKLQNWKDWSDUWLVWKH
best part of learning.  Whereas when you study by yourself, you typically 
MXVW JR WR WKH OLEUDU\ GRQ¶W \RX" IW¶V MXVW DQ LVRODWHG LQGLYLGXDO DFtivity 
which has a lot of value, but I do think in a study group talking about these 
LGHDV LV D JRRG WKLQJ 6R LW¶V RQH ZD\ RI LQFUHDVLQJ WKH HQJDJHPHQW
increasing the time, increasing the interaction when you cover the materials 
by using group projects.  
 
For these reasons, he believed that group projects were a good assessment 
method if students got on well with each other, as it was evident that most of 
his students enjoyed doing this project and produced very good pieces of 
work:  
So most students seem WR EH«H[FHSW RQH JURXS WKH\ FDQ¶W IXQFWLRQ
together, they like the module; they like the assessment. A lot of people 
come up and say they really enjoy it. So as long as you can make sure the 
JURXS IXQFWLRQ WRJHWKHU WKHQ , WKLQN LW¶V TXLWH D JRRG ZD\ WR Dssess the 
module like that.  
 
Four English students also agreed that group work was good in language 
modules and informal seminars and important in developing team-working 
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skills. Also, all Sociology students believed that group work helped them to 
learn fURP RWKHU SHRSOH¶V LGHDV DQG H[SHULHQFH DV ZHOO DV WR NQRZ KRZ WR
interact with other people: 
I think group work is quite important because you have to know how to 
deal with other people at some point or another. And it helps you to 
actually learn from otKHUSHRSOH¶VH[SHULHQFH,W¶VDOVRXVHIXOWREXLOGXS
your team-working skills (Daniel ± Sociology) 
,GRWKLQNLW¶VTXLWHLPSRUWDQW,KRSHEHFDXVHLW¶VOLNHPRUHSUDFWLFDOZLWK
JURXS ZRUN ,W¶V QRW JRLQJ WR EH OLNH VR LW¶V DOO DERXW PH \RX GR LW
yourself. (Molly ±English) 
 
Similarly, most Sociology students also had some good experience about 
group work. For example, they did a group research project on housing in the 
area and had a presentation in class about it, which they found interesting 
because it was authentic:  
We did a module on researching culture, and the assessment is a group 
project which solves a social issue or problem.  And then we went around 
[the Midlands] and looked at different housing, and that was really 
interesting because you have to produce your own images in contact with 
WKHP WKHQZHGLGDSUHVHQWDWLRQRQ WKDW LQFODVV$QG WKDW¶V UHDOO\JRRG
(Mark) 
 
Although most Sociology and English students recognised its importance, 
they believed that group work was only effective when all members were 
engaged and worked well with each other. However, they also complained 
DERXWRWKHUJURXSPHPEHUV¶GLVHQJDJHPHQWZLWKWKHWDsks:  
I think group work is really good if things go well. We had a group project 
last year on a research method module. We ended up two of us working 
KDUGIRUWKHRWKHUWZRZKRGLGQ¶WGRPXFK,GRQ¶WNQRZ,WKLQNLW¶VDJRRG
form of assessment that the university is very keen on because being able 
WR ZRUN ZLWK RWKHUV LV OLNH D PXOWLSOH VNLOO EXW , GRQ¶W NQRZ KRZ often 
group work is actually group work . (Mark ± Sociology) 
 
Unfairness also happened when some people who had better public speaking 
skills had to do the presentation for other people who did not have that 
confidence. Also, students were disengaged when group members could not 
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get along well with each other, and this challenged the idea that group work 
helped developing team-working skills for students. As Molly (English) 
noted:   
People talk about interpersonal skills and team-work skills in group work, 
EXW,WKLQNLW¶VDELWRIDSUREOHPEHFDXVH,NQRZSHRSOHZKRKDYHEHHQLQ
JURXS DQG WKH\ MXVW FDQ¶WZRUN DORQJ ZLWK DQG WKHUH LVQ¶W RQH SHUVRQ WR
diffuse the situation, like: guys, calm down.  I think it can be a problem if 
\RX GRQ¶W JHW DORQJ DQG LW FDQ DIIHFW \RXU ZRUN %XW , KDYHQ¶W JRW WKDW
SUREOHPQRWEHFDXVH ,KDYHDPD]LQJ LQWHUSHUVRQDO VNLOOVEXWEHFDXVH ,¶YH
been with people I like. 
 
Perhaps because of these problems, group work was not commonly used as an 
assessment task by the ten lecturers of the two departments participated in the 
interviews: only Prof. Davies used a group project as one of the two 
assessment components. Like the students, Dr. Darcy was also concerned 
about these problems of group work. For him, it was important that any 
assessment task should ensure fairness and equality for students: 
For group presentations, you are bound to find student group members who 
contribute to different levels, some are very committed, and some have just 
been µDSDUDVLWH¶, so as to speak. So, if you give all of them equal marks, 
LW¶VXQIDLUDQ\ZD\6R,KDYHWRWKLQNRIDZD\RIGRLQJLW6RWKHVHDUH
VRPHRIWKHSUDFWLFDOLVVXHV%HFDXVH\RXFDQ¶WMXVWVD\µRKZRZWKDWLVD
FUHDWLYHDVVHVVPHQWPHWKRG¶\RXKDYHWRHQVXUHWKDWWKHLPSOHPHQWDtion of 
the assessment methods does not generate any unfairness or inequality, you 
know, because to me, that is very important.  
 
To sum up, there was strong evidence that most lecturers in both departments 
could effectively get students more engaged and do better by allowing them to 
take part in the process of designing the assessment activities through their 
own choice of the topics and by authentic assessment activities. However, 
RSLQLRQVRQWKHOHYHORIVWXGHQWV¶HQJDJHPHQWRUGLVHQJDJHPHQWWHQGHGWREH 
varied, particularly in the group tasks which supported the production of 
assessed work. Moreover, it is important that students should be engaged not 
160 
 
only for assessment but also for the sake of learning through the alignment of 
assessment, teaching, and learning activities. If their engagement was only for 
assessment, this could be led to instrumental learning. As Dr. Jones stated: 
,¶PDOLWWOHZHDU\RIOLQNLQJHYHU\WKLQJLQWRDVVLJQPHQWRUH[DPVEHFDXVH
they tend to be too instrumental, you know, like, well, we only do it 
EHFDXVH LW¶V IRU WKH H[DPVEHFDXVHRWKHUZLVH WKH\¶UHQRW LQWHUHVWHG WKH\
GRQ¶WHQJDJHZLWKLW6RWKHUHKDYH Wo be a way of making them engaged 
with the course materials, but not only with the view of doing well in terms 
of exams or essays, you know. Because they have a lot of choices in their 
exams: there are 10 questions, which they have to do just two.  
 
 
7KH QH[W VHFWLRQ ZLOO H[SORUH DQRWKHU NH\ HOHPHQW RI %RXG¶V IUDPHZRUN ± 
integrative activities ± in order to find out whether and to what extent the 
assessment activities are linked with each other within and across modules, as 
well as with the learning outcomes of the whole programme in both 
departments.    
6.3 Integrative activities 
In the Sociology and English Module Catalogues 2009±2010, the learning 
outcomes of the whole programme and each module were transparently 
described and classified into four different types: knowledge and 
understanding, intellectual skills, professional skills, and transferable skills. 
They could be achieved through assessment and different teaching and 
learning activities, such as seminars, workshops, practical tasks, and tutorials. 
In general, the language of skills was used in the description, and apart from 
the differences on knowledge and skills required by their own subject 
disciplines, both departments shared similar key outcomes, such as providing 
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students with critical thinking and analysis, reflexivity and creativity, 
communication, time management skills, and so on. Dr. Darcy explained: 
The assessment regime that we design has to reflect the learning outcomes. 
Of course in designing a programme, you have to have the curriculum map 
in relation to assessment that will help you, say, OK , in this particular 
module, we are going to assess the students in this way in order to help 
WKHPWRPHHWWKHOHDUQLQJRXWFRPHVRIWKLVW\SHRIWKDWW\SH«6RZKHQ
you put a whole programme together, the module needs to speak to, its 
assessment needs to be related to some of the learning outcomes of the 
programme.  And collectively, all the modules in the programme have to be 
able to cover all the learning outcomes.  
 
For most English and Sociology lecturers, their assessment tasks were closely 
linked with each other and aimed at assessing the learning outcomes of the 
module and some in the programme. Take, for example, in Understanding 
Contemporary Society ± a level one full-year module convened by Dr. 
Bennett (Sociology), the four essays were not only closely connected in order 
to train students how to write an essay, but were also integrated with other 
assessment tasks in the whole programme: 
This is a module that trains them to work ZLWKLQRXUGLVFLSOLQH,W¶VOLNHWKH
learning curve, if you like, coming out of the A level, and access courses 
into studying Sociology, Sociology and Social and Culture study, to work 
at university level. We need to work closely with them and train them to 
actually write an essay. This is building up to whenever they come in year 
2 or 3 where there are quite a lot of their assessments by coursework in this 
school.  But it also provide a balance because we do quite a lot of 
examination as assessment in year one.  
 
The link among different components of assessment was also seen in Dr. 
*UDQW¶V The Gothic Literature that required students to write a 1,000 word 
formative draft essay. They then posted it on Web CT to get feedback from 
their peers and tutors in order to revise and work up to the main 3,500 word 
essay. They also submitted two learning blogs (500 words/each) which, for 
Dr. Grant, gave students a chance to integrate things they learned in the 
module with the world outside:  
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This is a chance for our students to reflect on their own reading of a text, or 
reading whatever materials assigned for them to read coupled with the 
discussion going on in seminars or classroom teaching, but then using it, 
reflecting on it and integrating it with something outside of the module. So 
give them a chance of being a little more creative, but also try to promote 
integrative learning and we develop our learning blogs in quite close 
discussions with the University &HQWUH IRU ,QWHJUDWLYH/HDUQLQJ VRZH¶UH
WU\LQJ WR JHW VWXGHQWV PDNLQJ PRUH FRQQHFWLRQV EHWZHHQ ZKDW WKH\¶UH
doing in class and the wider community and a kind of wider lifestyles.  
 
Therefore, it could be concluded that most assessment activities carried out by 
these Sociology and English lecturers seemed to be closely integrated with 
each other within the module and with those in the other modules and the 
learning outcomes of the whole programme. The next section will explore 
DQRWKHUNH\HOHPHQWRI%RXG¶V framework ± Modelling and practice.   
6.4 Modelling and practice 
$LPLQJ DW VWXGHQWV¶ EHWWHU XQGHUVWDQGLQJ DQG PRUH LPSURYHPHQW VRPH 
English lecturers provided online practice tests, specimen papers, and 
guidance and responses to common questions and issues raised by the 
students in the modules through Web CT:  
In Medieval Englishes, where there are big chunks of information and 
knowledge the students need to become familiar with (e.g. old English 
grammar), we have introduced a range of self-assessment quizzes that the 
students can work through outside class and of the availability of a 
specimen paper for this assessment on Web CT. (Dr. Alconbury ± English)  
 
However, as found in The English Module Feedback 2010, English lecturers 
might have different ideas on providing students with exemplars of exam 
papers or essays. Some agreed to give students more materials and guidance:  
µ0RUH WKLQJV SRVWHG RQ :HE&7¶ ,¶P DZDUH WKDW WKLV IDFLOLW\ ZDV XQGHU-
XVHG WKLV\HDU ,¶OO WU\DQGHQFRXUDJHQH[W\HDU¶VPRGXOH Weam to provide 
more material. (The 20th Century ± Forms in Transition)  
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Others refused to do so for fear that it would encourage students to learn only 
for the test: 
Most of you want to see sample exam papers a long time in advance, so 
that you can tailor your learning through the module to the type of 
knowledge that will be tested in the exam (in practice I suspect this often 
means second guessing how much reading of primary material you really 
need to do). While I suppose there is an element of understandable 
SUDJPDWLVP DERXW WKLV ZD\ RI ZRUNLQJ ,¶G OLNH WR WKLQN WKDW VWXG\LQJ
nineteenth-century literature is not just about exams! (Long 19th Century) 
 
In Sociology, Dr. Darcy gave students two first class essays from the previous 
cohort as exemplars for them to aim at:    
My students I am teaching now on Belief, Spirituality and Religion, when 
we start the module, I also make available to them the generic feedback 
from last year. So they have a chance to look at it and discuss that within 
seminars and I also make available to them, with the consent of students 
concerned, two first class essays from last year, which are anonymous, of 
course because I want them to see what a first class essay looks like, so 
hopefully they were inspired to produce the same kind of essay.  
 
Most students also found it useful to have these exemplars because they could 
know exactly what they needed to do to have a good essay: 
They did give us two pieces of work that students did last year, an essay 
that got first, an essay that got a low 2:2. It was quite useful, you know, the 
one who got first; I know exactly what kind of form I need to follow.  
Certainly, if they gave you exaPSOHV RI VWXGHQWV¶ SLHFHV RI ZRUN \RX¶G
know how to it, so that was quite useful. (Mark ± Sociology) 
 
While recognising that they had a lot of detailed guidance and feedback for 
essays, three Sociology students also complained about not having practical 
sources of guidance for exam questions, and those they had received were not 
very helpful. As Mark said:     
, WKLQN LW¶V VWUDQJH LQ D ZD\ WKH VFKRRO SURYLGHV VR PXFK IHHGEDFN RQ
HVVD\V DQG HVVD\ VWUXFWXUH IURP WKH ILUVW \HDUV RQZDUGV ZKLOH ZH GRQ¶W
really have that with the exams at all. The university also runs exam skills 
ZRUNVKRSVEXWVWLOOWKHPVHOYHVGRQ¶WUHDOO\VHHPWRRIIHUDQ\JXLGDQFHRQ
what really makes a good exam answer. The only thing they really say is 
take some time to plan it from the start and structure it with the 
LQWURGXFWLRQ ERG\ DQG FRQFOXVLRQ 7KH\ GRQ¶W QRUPDOO\ WDON DERXW ZKDW
makes a good exam answer.   
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In brief, the extent of giving students models and practice seemed to be varied 
and dependent on each lecturer, and students tended to require more guidance 
and exemplars on exam questions. In the next section, how assessment 
supports student learning and develops their ability of making judgement, as 
well as what lecturers want their students to be will be discussed.  
6.5 Learning and judgement 
All ten lecturers in the two departments had similar ideas on what they wanted 
WKHLUVWXGHQWVWREH7KH\ZHUHNHHQRQGHYHORSLQJVWXGHQWV¶VNLOOVWREHFRPH
critical and creative thinkers, independent, reflexive learners, as well as 
equipping them with transferable skills to prepare them for their future. 
 
6.5.1 Becoming critical and creative thinkers 
 
Becoming critical and creative thinkers was considered one of the most 
important skills that both departments focused on. In Sociology, students were 
provided with opportunities to form and practise making critical judgement in 
different contexts. Thus, for Dr. Darcy, assessment played the role of not only 
assessing but also supporting students to develop these capacities: 
The broad teaching and learning aim of our school is to produce critical 
students who engage with the study and are able to practise the skills in 
different contexts, being knowledgeable and able to produce things about 
social work, social policy and so on. And I think the assessments do 
contribute to that in the sense that through the assessment we were able to 
identify, not only to assess, to differentiate the abilities of the students in 
practicing those skills, but also in terms of identifying students who have 
not developed those skills more fully at a particular stage, and try to 
encourage them, try to provide them with support so that they become 
more competent in practicing those skills.  
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This aim was obviously seen through different assessment tasks of most 
Sociology lecturers. Dr. Bennett explained why one of the four essays in the 
first year module Understanding Contemporary Society was a critical review 
of a journal articles: 
We choose to ask them write a critical review of a journal article because it 
LVRQHSDUWRIRXUVWXG\VNLOOWUDLQLQJ:H¶UHWUDLQLQJWKHPWRread critically 
in order to accept the fact that when they come in to study at university 
OHYHOWKH\ZLOOUHDGDZLGHUDQJHRIPDWHULDOVDQGLW¶VWHDFKLQJWKHPhow 
you unpack what a piece of writing is trying to tell you, the skill for doing 
that, the different things to look at in a piece of writing$QGZH¶UHWU\LQJ
to show them in this module that ZH¶UH WUDLQLQJ WKHP to think, ZH¶UH
training them to challenge , training them to analyse, and to understand 
what makes a piece of academic work, why is it really robust, you know. 
$QGLW¶VQRWWKDWVRPHERG\WDONLQJRYHUWKHWRSRIWKHLUKHDG 
 
6LPLODUO\'U-RQHV¶VFDVHVWXG\LQCulture and Power was a helpful task for 
students to build up criticality and creativity and practise the ability for 
making thoughtful judgement to prepare them for their future work and lives: 
It gives them an opportunity to be imaginative, creative, critical, and treat 
WKHPDVWKH\¶UHNQRZOHGJHSURGXFHUV7KHGHJUHHSURJUDPPHDVDZKROH«
this is a very discipline specific in Sociology, we focus on preparing them 
to be critical engagers with the world as such. Presumably, even after this 
WKH\¶OOJRWRGLIIHUHQWFDUHHUVDQGRFFXSDWLRQVDVWKH\ZLVKEXWWKH\ZLOOEH
able to read an article and not take it as face value, a lot of training here is 
for them to be able to think of facts as not just facts but facts that have been 
PHGLDWHGE\UHSUHVHQWDWLRQRULGHRORJ\SRZHUHWF«,VXSSRVHZHKRSH
that when they graduate, they would bring that critical faculty to whatever 
they do. 
 
In addition, Sociology offered a 10 credit full-year core module on Critical 
Analysis in order to train students on critical analysis and research skills 
towards the dissertation. 
 
The English lecturers also focused on developing criticality and creativity in 
their assessment practices. Dr. Curtis believed that these capacities were the 
NH\DUHDVLQ(QJOLVK6WXGLHVµCertainly with a degree in English Studies, one 
with a critical mind, one develops and becomes a first-class communicator, 
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one who iV DEOH WR GURS RQ FUHDWLYH DQG DQDO\WLFDO IDFXOWLHV¶, and could be 
effectively built through essay writing: 
The emphasis of course in the school of English is pretty much on written 
compositions, the ability to inform, describe and persuade, to synthesise a 
range of ideas to pour the path through very different theories, to generate a 
coherent, convincing, critical argument, to form their own line of argument, 
and to show analytical sensitivity and to be able to communicate that, to 
build a question, to look beneath the surface and to be able to communicate 
that in a very clear, limpid way. 
 
Due to these emphases, in Gothic Literature, Dr. Grant assessed these 
capacities in the learning blogs: 
:KDW,¶PWHVWLQJWKHUHLVWKHLUDELOLW\WRUHDGDVZHOODVOLWHUDU\FULWLTXHDQG
their ability to analyse the text and draw as appropriate on very specific 
FRQWH[W«WHVWZKDWWKH\FDQGRDQGKRZFUHDWLYHWKH\FDQEH«2QHRIWKH
things that the English Studies degree does quite highly is creativity, and 
the ability to think by themselves. So the introduction of the learning blogs 
is a way of assessing students in different ways than in a possible, more 
standard academic essay.  
 
These were also what Dr. Firth aimed at in Creative Writing in which he 
asked students to construct a portfolio with two pieces: one critical and one 
creative. He maintained that criticality and creativity accompanied and 
reinforced each other. These capacities were developed not only for learning 
but also for employability. As Dr. Firth (English) explained: 
Written thing, like essays, is about communication skillsLVQ¶WLW" There is 
also critical thinking in that expanded sense, not just the nitty-gritty of 
critical theory, but that ability to paraphrase an argument and potentially 
identify its weaknesses, to set different critical perspectives in dialogue 
with each other; that can be very useful as well. For example, in going into 
law, civil service, medical professions, working as a PA, or simply being 
involved in discussions. All of these jobs call for very highly-developed 
communication skills.... 
 
,QOLQHZLWKWKHOHFWXUHUV¶FRPPLWPHQWPRVWVWXGHQWV LQERWK6RFLRORJ\DQG
English believed that essays help them improve their learning and develop 
critical thinking.  For most English students, through writing essays, they 
knew how to use the information, structure their argument, think critically, 
167 
 
and get feedback from their lecturers to improve their writing skills and styles. 
Most Sociology students also had similar opinions with Tom that: µZith 
essays, you need to do get really in-depth discussions, structure more work 
and research through specific, pointed readings, and you have to be concise 
and think FULWLFDOO\¶.  
 
In brief, becoming critical and creative thinkers was among important 
capabilities that most Sociology and English lecturers wanted their students to 
possess not only for their present learning but also for their future work and 
lives. They mainly used essays as the major assessment method in order to 
support students to form these capabilities, and that was highly appreciated by 
students.   
 
6.5.2 Forming reflexive learners 
 
There seemed to be more evidence of reflexive assessment practices in 
English than Sociology. Dr. Firth asked students to write a self-reflective 
piece of work coupled with the main creative writing assignment:  
They will provide a piece of writing about what they have done in a 
creative piece as self-reflection: How I compose this work, how do I think 
it works, what kinds of ideas I have tried on,  what kind of influences have 
shaped my writing. That creative exercise plus a more critical self-
reflection work quite well. 
 
In Drama modules, students were often asked to write a reflective piece 
submitted after their presentation as an explanation for what they had done, 
which might help review their performance. As Dr. Grant remarked:     
In modules looking DW GUDPDWLF WH[W WKHUH¶V RIWHQ SUHVHQWDWLRQ ZKHUH
students have to act on a performance. They are not assessed on their acting 
DELOLW\EHFDXVHLW¶VQRWDGUDPDVFKRROZH¶UHQRW WHDFKLQJSHRSOHKRZWR
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act, but they will be assessed on the decision they make as directors, and 
usually these are followed by a reflective piece, explain why they decide to 
GR WKLQJV LQ D SDUWLFXODU ZD\ VR ZKDW ZH¶UH WHVWLQJ WKHUH LV VWXGHQWV¶
understanding of the way in which performance moves from printing 
version to a stage version.  
 
Three of the English students also considered these reflective tasks helpful 
because they could make judgement on their own performance and think 
about what they needed to improve. Jackie said:   
I had an evaluative essay that I had to do for my 20th century play 
presentation, and I found it really useful, actually because there were so 
PDQ\WKLQJVWKDW,WKRXJKWDIWHU,KDGGRQHLW,WKRXJKW2.7KDWZDVQ¶W
JUHDWDQGMXVWKDQGLQJWKDWLQDQGEHLQJDEOHWRVD\µ,GRQ¶WWKLQNLW¶VJRRG
but on reflection, I could have done this to make it better, maybe I could 
KDYHLQFOXGHWKLV,ZDQWHGWRLQFOXGHWKLVEXW,GLGQ¶WKDYHHQRXJKWLPH¶
And from the class, we had the feedback sheets that we could use and we 
had to hand them in to show that you used that for evaluation. I thought 
that it was pretty good because it helps me to improve the next 
presentation.   
 
 
Meanwhile, the Sociology lecturers did not use any reflective assessment 
tasks. Perhaps due to constraints, they had to give the priority to the one that 
they believed the most important. Dr. Fielding stated:  
,I,KDGDFKRLFHDQGDORWRIKHOSZLWKP\WHDFKLQJVRLWZDVQ¶WDSUREOHP
with marking a hundred of stuGHQWV %HFDXVH WKDW¶V VHPHVWHU WZR RI WKH
WKLUG\HDUZHKDYHQ¶WUHDOO\KDGWLPHWRWXUQURXQGDQGVRLI,GLGQ¶WKDYH
WR WXUQ WKLQJV DURXQG LQ PLQXWHV ,¶G OHW VWXGHQWV GRD UHIOHFWLYH SLHFHRI
work because I thought sociology work has many different formats, and the 
way I kind of like to do it is a combination of assessment to do some form 
of set questions to make sure that they get all the theory results.  
 
Thus, reflexivity seemed to be emphasised more in English than Sociology; 
however, in both departments it was a weaker focus, compared with criticality 
and creativity. There were just a few reflexive assessment practices and only 
one peer-feedback task. Although students could form their ability of making 
judgement through critical assessment tasks, they had fewer opportunities for 
self-assessment and peer assessment. In addition to train students for 
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criticality, creativity, and reflexivity, most lecturers also wanted students to 
become independent learners who could direct their own learning, and this 
will be explored in the next section. 
 
6.5.3 Being independent learners 
 
Through different learning and assessment activities, all ten lecturers aimed at 
training students to be self-directed, more responsible for their learning, and 
think independently during three years of undergraduate study:  
(VVHQWLDOO\ , JLYH WKHP WLSV DOVR \RX NQRZ WKH ERRN¶V WKHUH WKH
SURQRXQFHG SURIHVVRU RI FODVVLFDO KLVWRU\ EODE EODE EODE 7KH\¶UH
OHDUQLQJ DQG ,¶P MXVW NLQG RI HPSRZHULQJ WKHP , WKLQN WKDW¶V YHU\
important in all aspects of teaching, of making them more independent, 
PRUH DVVXUHG RI WKH ZD\ WKH\¶UH SUHVHQWLQJ VRPHWKLQJ LW¶V DOO DERXW WKH
DUJXPHQWLW¶VDOODERXWSUHVHQWLQJEHFDXVH,VD\WRWKHPDVORQJDVLW¶VQRW
DEVROXWHO\ZURQJ ,GRQ¶WFDUH LI\RXKDYHGLIIHUHQWRSLQLRQ WRPH WKDW¶V
the natXUH RI DFDGHPLF GHEDWH DV ORQJ DV \RX FDQ SURYH LW ,¶P DEVROXWH
KDSS\DQG,¶OOJLYH\RXDPDUNIRUWKDW'U$OFRQEXU\± English)  
 
For Sociology students, essay writing was quite helpful because it trained 
them to work on their own:  
One thing I really enjoy...it seems to me that assessment this year is better 
than last year because a lot of essay questions seem to be quite useful.  In a 
module, we just have: look at a political group of your choice and just 
discuss them, using the content of the module.  Because you could go 
SUHWW\PXFKDQ\ZKHUH\RXZDQWHGZLWKWKLVHVVD\VRLW¶VTXLWHJRRGWREH
self-directed in that way. (Mark) 
 
Nonetheless, one of the most effective methods of assessment that had strong 
LPSDFWVRQVWXGHQWV¶ LQGHSHQdent learning seemed to be the dissertation. As 
mentioned in the previous chapter, the dissertation was an important part of 
the final year modules in Sociology, whereas it was optional in English.  
However, most lecturers in both departments emphasised its role in forming 
the ability to work and do research independently, and providing students 
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with opportunities to take risks, to be creative and to prove themselves as 
competent learners:  
They have a lot of space if they want to be creative and ambitious. In fact, 
WKDW¶V ZKDW ZH HQFRXUDJH WKHP WR GR DQG , WKLQN WKH VFRSH WKDW D ELJ
module like that offers actually enables students to really shine. The hard 
working ones, of course (laugh), the less hard-working ones will panick for 
a year or rather in the last minutes, but the good ones will really shine. 
They do very well in the dissertation. (Dr. Darcy) 
 
Similarly, most Sociology students found the dissertation useful for them to 
practise working independently: 
The dissertation is XVHIXOWREHFRPELQHGZLWKWKHWXWRU¶VPHHWLQJVZKLFK
is more focused. You get that personal feedback. And it just seems 
GLIIHUHQWEHFDXVHLW¶VVXFKDORQJSURFHVVZHKDYH\HDU-long modules, but 
KHUH \RX¶UH ZRUNLQJ RQ \RXU RZQ SURMHFW \RX GR \RXU GHEDWHV DQG LW¶V
original6RWKDW¶VJRRG(Una) 
 
,Q EULHI WKH OHFWXUHUV ZHUH NHHQ RQ IRUPLQJ VWXGHQWV¶ FDSDFLW\ IRU
independent learning through different assessment tasks, especially the 
dissertation in Sociology. Transferable skills were also what the lecturers 
focused on. 
 
6.5.4 Transferable skills  
 
Key transferable skills, including communication, team-working, time 
management, and working under pressure, were considered as essential to 
VWXGHQWV¶future employability and lives. As Dr. Grant (English) remarked:  
With economic downturn, and so on, a lot of graduates find themselves 
have to do jobs that are not related, even though they are graduate-level 
jobs, but they are not relevant to their subject of study. So I think this is 
where transferable skills are very very important.  
 
As mentioned in the previous sections, written communication was developed 
through essays, projects, and dissertation, and team-working through group 
work. This section will focus on working under pressure, time management, 
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and spoken communication, in which exams were perceived as helpful for 
working under pressure and essays for time management skills:  
The exams test their retention of materials, and the ability to work under 
pressure and within a very short space of time, the essays test and give 
them practice of planning their work and organising their time to meet the 
deadline.  (Dr. Grant ± English) 
 
For lecturers, presentations were a useful assessment component for students 
to learn to communicate verbally and present a spoken piece, which might 
prepare them for LLL:  
One of the reasons we chose a presentation format was, particularly for 
WKLUG \HDU VWXGHQWV WKH\¶UH OLNHO\ WR EH JRLQJ RXW WR WKH ZRUkplace, and 
likely to have to give presentation as a part of their job interviews, for 
example, or have to give a presentation if they want to go under 
SRVWJUDGXDWHVWXG\,W¶VDJRRGVNLOOIRUWKHPWROHDUQEXWLW¶VDOVRDXVHIXO
alternative mode of assessment for us to pair with the essay, we felt. It 
makes different demands upon your ability to organize your material and 
test different mode of communication: the ability to communicate verbal 
and present a spoken piece. (Dr. Firth ± English) 
 
However, presentations were used differently in the two departments. In 
English, they were in the form of an assessment component usually coupled 
with essays, especially in Drama. Meanwhile, in Sociology, perhaps due to 
constraints mentioned earlier, presentations were frequently used in seminars 
or in first year courses more as learning activities than as assessment tasks:  
We do quite a lot of this in first year, and we do presentation work in 
second and third year in some modules, not just in formal assessment, but 
we keep it going as part of the teaching activity because again obviously 
LW¶VDYHU\JRRGVNLOOIRUVWXGHQWV WRDFTXLUHEHFDXVHGXULQJ WKH LQWHUYLHZ
process that they have to go through to get a job when they leave us. (Dr. 
Bennett) 
 
Most English students also recognised the importance of presentations to their 
future lives. For them, this form of assessment was authentic and helped them 
to be more flexible and confident in public speaking: 
Presentation gives you really good skills which are more applicable in real 
life than essay, definitely. I think all of us will get to some point in real life 
in which we will talk to others about our ideas, or in public speaking, have 
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an idea, and formulate our argument, and discuss certain points. It has more 
flexibility than essay, improves your ability to present and interact with the 
DXGLHQFH%XWWKHFKDOOHQJHLV\RXKDYHWRPDNHLWLQWHUHVWLQJLI\RXGRQ¶W
want the audience to fall asleep. (Jenny) 
 
However, three of them also showed their concerns that some students were 
not used to doing presentations because they did not have chances to speak 
up. Thus, these students suggested having more presentations. The Sociology 
students also had similar opinions about the benefits of presentations, adding 
WKDWJURXSSUHVHQWDWLRQVKHOSHGWKHPWRµEDODQFHWKHLULGHDV¶JHWPRUHLGHDV
from their peers and less pressure than individual presentations.  
 
In addition to transferable skills and other capacities, one lecturer ± Dr. Curtis, 
emphasised developing empathy for students:  
Empathy is a key term for English Studies. Reading about other people, and 
FKDUDFWHUV DQG EH DEOH WR DQDO\VH ZKDW¶V KDSSHQLQJ LQ (QJOLVK WH[WV
generate a sense of empathy ± being able to appreciate the dilemma that 
people have. Generating empathy is vital not only in family, friends, but 
DOVRLQWKHZRUNSODFH«(QJOLVKLVDQLQWHUGLVFLSOLQDU\VXEMHFWHQFRXUDJHV
students to look broadly on ideas. Generating a sense of empathy, 
communication and analytical mind are the key skills both in the working 
environment and the social context as well.   
 
At this point, one could conclude that the lecturers in both departments were 
trying to promote student intrinsic learning and develop capacities for critical 
thinking, creativity, reflexivity, and independent learning, as well as 
equipping them with transferable skills in order to prepare them for future 
work and lives. 7KHQH[WVHFWLRQZLOOEHDERXWWKHODVWNH\HOHPHQWLQ%RXG¶V
framework ± giving and receiving feedback.  
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6.6 Giving and receiving feedback 
Giving more and better feedback was one of the most important activities, 
HYHQ LI GULYHQ E\ WKH 166 UHVXOWV DQG VWXGHQWV¶ PRGXOH HYDOXDWLRQV All 
lecturers used similar ways: general feedback on the feedback sheet, detailed 
feedback annotated in the essays, through email, face-to-face on tutorial or 
during their office hours. Giving and receiving feedback was considered as a 
formative process to improve student learning. In both departments, students 
could see the lecturers during their office hours with their essay plans and get 
formative feedback. Such face-to-face feedback was considered very useful: 
For the dissertation, we get one-to-one feedback, so we get it as our 
personal questions to our tutor about the dissertation, which is always quite 
useful. I quite like that one-to-one feedback because you can get something 
from it to go back and improve. (Mark) 
 
,W¶V MXVW OLNHWRKDYHDQLGHDWKDW\RX¶UHon the right track. Because when 
\RXFRPHXSZLWKDSODQDQGDZD\\RXJRZLWK\RXUHVVD\$QGLW¶VJRRG
MXVW WR UXQ E\ WKHP DQG FKHFN LI LW¶V 2. SDUWLFXODUO\ ODQJXDJH PRGXOHV
OLNH 6W\OLVWLF RU ZKDWHYHU \RX NQRZ \RX¶YH JRW WR DSSO\ D FHUWDLQ
linguistic framework to a parWLFXODU WH[W<RXZDQW WRNQRZ LI\RX¶UHQRW
barking up at the wrong tree. (Molly ± English)   
 
However, this sort of feedback was optional; thus only hardworking students 
took the opportunities. For Dr. Fielding (Sociology), only 10 students showed 
up for face-to-IDFHHVVD\IHHGEDFNDQGLWZDVPXFKZRUVHLQ'U$OFRQEXU\¶V 
(English) PRGXOH µ, KDG VWXGHQWV WDNLQJRQHDVVLJQPHQW7ZRVWXGHQWV
came to see me for exam feedback. And I was sitting there and twisting my 
WKXPE¶6LPLODUO\'U'DUF\ (Sociology) remarked: 
The only difference between that and what we do in level one is that mine 
LVQRWFRPSXOVRU\,LQYLWHWKHPWRFRPHZKHWKHUWKH\FRPHRUQRWLW¶VXS
WR WKHP 6RPH VWXGHQWV KRZHYHU KDUG \RX NLFN WKHP WKH\ ZRQ¶W PRYH
(laugh), but the hard-working ones, the serious ones normally they will 
WDNH WKH RSSRUWXQLW\ DQG WKH\ FRPH WR WDON 6R WKDW¶V VRPH NLQG RI
formative feedback.  
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$QRWKHUUHDVRQIRUVWXGHQWV¶QRWFRPLQJIRUIDFH-to-face feedback could also 
be explained by Dr. Curtis (English) DVDµVWLJPD¶ZKLFKZDVDKDQJRYHUIURP
secondary school and became a pressure for students to refuse seeking 
OHFWXUHUV¶VXSSRUW 
Between age 11 and 16, where you consult with teachers, you run a risk of 
EHLQJFRQVLGHUHGDµVTXDUH¶EHLQJVRPHRQHZKR is not fashionable, is out 
of place, LVQ¶W µFRRO¶ and QHHGV H[WUD VXSSRUW 6R WKHUH¶V D ORW SHHU-
pressure, maybe, since when I was at school, not to consult with teachers. 
And maybe some students, given the powerful agents of stigma, still feel 
the same way tKDW LW¶OOEHPRUHFRROMXVW WRJHWRQZLWKLWQRWWREHVHHQ
asking for help all the time and consulting with academic staff, so they may 
ZDQWWRNHHSWKHLUFRQFHUQVERWWOHGXSDQGUHIXVHWRH[SUHVVWKHP,GRQ¶W
NQRZEXW WKDW¶V , WKLQN WKHUH¶VFXOWXUDO pressure that has to be taken into 
account; the social and cultural pressures that students face.  
 
In addition, students were required to see their personal tutors to discuss their 
DFDGHPLFUHVXOWVRQFHHYHU\VHPHVWHUDQGLQ(QJOLVKLWZDVFDOOHGµIHHGEack 
GD\¶)URPWKHOHFWXUHUV¶SHUVSHFWLYHLWZDVYHU\KHOSIXO. However, from the 
VWXGHQWV¶SHUVSHFWLYHVWKHHIIHFWLYHQHVVRIIHHGEDFNGD\VHHPHGWREHYDULHG. 
For some students, it was helpful: 
I think that depends on the personal tutor, mine is really good. (Molly ± 
English)   
IW¶VXVHIXODVZHOOEHFDXVH\RXJHWWKHRYHUYLHZRIZKDW\RX¶UHJUDGHGIRU
you get a much practical guidance on it. (Una ± Sociology) 
 
For the others, the personal tutor was not the one who marked their essays and 
did not read them, thus he or she did not know how they got the marks. Most 
English students complained that the meeting is too short to talk about their 
marks or how to improve their assignments. That might explain why they did 
not find it useful: 
,W¶V MXVW  PLQXWHV so how can you go through 4 or 5 different marks 
about 10 minutes? (Bridget) 
 
,W¶VQRWDGD\ ,WPD\EHDGD\IRUHDFKOHFWXUHU ,¶PVXUHLW¶VDPDWWHURI
FRQYHQLHQFH/LWHUDOO\ZKDWKDSSHQVLVWKHUH¶VDZKLWHHQYHORSHZLWK\RXU
name on it which you have your essay in which you wrote about three 
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PRQWKVDJR  µ2K , UHPHPEHU LW:HOO LW¶VDGLVDVWHURUZKDWHYHU¶$QG
\RXZDLWIRUDORQJWLPHRXWVLGH\RXUWXWRU¶VRIILFHDQGWKHQ\RXJRLQDQG
WKH\VD\µ6RZKDWGR\RXWKLQN"¶$QGWKH\JLYH\RXDVKHHWRI paper with 
\RXUDYHUDJHRQLWDQGOLNHµ6RKRZGR\RXIHHODERXWWKDW"¶$QG,¶POLNH
µ<HDKJRRGEDG¶DQGWKLQJVOLNHWKDW,W¶VMXVWQRWKHOSIXODWDOO+HOHQ 
 
Their lecturers also admitted that 10 minutes for each student was what they 
could do because of heavy workload, and students could also see them during 
office hours:  
Probably not (sigh). 1RLW¶VSUREDEO\QRWWREHKRQHVWEXWLW¶VDOOWKHWLPH
WKDWZHKDYHDWWKHPRPHQW:KDW,¶OOEHGRLQJLIVWXGHQWVZDQWWRVHHPH
D ELW PRUH WLPH , ZRQ¶W EH DEOH WR ,¶YH JRW WR WHDFK LQ EHWZHHQ WKRVH
various appointments, but I think we have to make an appointment another 
time. So, I have office hours, and I always leave those free for students to 
come and see me. And I can be for follow-up and so forth as well. (Dr. 
Firth ± English)  
 
,Q VKRUW WKHUH ZHUH VLPLODULWLHV LQ OHFWXUHUV¶ DQG VWXGHQWV¶ RSinions about 
face-to-face feedback and feedback day in both departments. Apart from these 
similarities, each department also had their own perspectives and practices on 
giving and receiving feedback.  
 
6.6.1 Features of feedback in the Sociology department  
 
In addition to the module-based generic feedback, the Sociology department 
focused on the efficiency in communicating feedback to students in which the 
lecturers were expected to give at least legible feedback. Therefore, they were 
encouraged to word process their feedback if their handwriting was not 
readable. As Dr. Fielding noted: 
, JXHVVZH¶YHEHHQREVHVVHGZLWKKRZZHFDOO LW IHHGEDFNDQGDFFXUDF\
DQG ZKHWKHU LW FDQ EH HOHFWURQLF DQG VR RQ 7KDW¶V ZK\ ZKDW ,¶P
concentrating on in the minute is how we can be much more efficient in the 
articulation of feedback, and so on. So we kind of monitoring that, whether 
SHRSOH VKRXOGEH DVNHG«RU IRUFHG WR W\SHXS WKHLUZULWWHQ IHHGEDFNEXW
LW¶V VWLOO RSWLRQDO , WKLQND ORWRISHRSOH DUHGRLQJ LW EXW WKHGissertation 
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was that if you think that your handwriting is difficult to read, you have to 
type it up. 
 
Most lecturers hoped that their feedback would support students to improve 
their learning. However, the effectiveness of the feedback seemed to be 
uncertain. According to Dr. Maguire, there were two levels ± the intended and 
the actual support of feedback. However, there might be a gap between what 
the intended and actual support that feedback could bring about. For him, it 
was uncertain that students would actually read it and use it to improve their 
learning in future:    
,QUHDOLW\WKRXJK,GRQ¶WWKLQNZHDUHDVFOHDUDVZHPLJKWEHDERXWZKDW
the students really do make of our feedback. Sometimes I have a suspicion 
that the students really look at the PDUN WKDW WKH\JHWDQG WKH\GRQ¶W WDNH
PXFK DFFRXQW RI ZKDW IHHGEDFN WKH\¶YH EHHQ JLYHQ $QG LI WKH\ JRW WKH
PDUNDERYHWKHSDVVPDUNWKHQWKH\DUHKDSS\HQRXJKDQGWKH\GRQ¶WORRN
DWWKHIHHGEDFN,¶PQRWFRQYLQFHGWKDWLW¶VDSHUIHFWWRROWRHQJDJHVWXdents 
in the developmental process of improvement, which is what feedback 
should be about.   
 
)URP WKH VWXGHQWV¶YLHZpointsPRVW OHFWXUHUV¶ ZULWWHQ IHHGEDFNZDVXVHIXO
quick, and actually helped them improve. However, they complained that in 
some modules, students did badly due to lack of feedback and guidance from 
the lecturers at earlier stages of their assignments:    
A ORWRIP\IULHQGVGLGµ6RFLDO6XUYH\'HVLJQ¶ODVW\HDU, and they seemed 
to struggle with the assessment itself because they had to produce a 
questionnaire, then post the results of the questionnaire on a database and 
DQDO\VHG WKHP EXW , GRQ¶W WKLQN WKH\ JHW IHHGEDFN RQ WKH TXHVWLRQQDLUH
itself. So that was wrong, and the data was obviously problematic, and the 
DQDO\VLVZDVXQGHUPLQHGEHFDXVHSHRSOHGLGQ¶WUHFHLYHPXFKIHHGEDFNDQG
guidance in the first phase of the assessment process. Everything failed 
because of that. 
 
Thus, they wished to have more gradual, formative feedback built through 
different stages of their assignments to ensure that they would produce a good 
piece of work: 
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IW¶V LGHDO WR SURJUHVVLYHO\ EXLOG XS \RXU DVVHVVPHQW ZKLOH KDYLQJ VRUW RI
gradual, progressive feedback as you go along, so encouraging, you just 
start early, put ideas together and go to see lecturers and tutors, just quickly 
DURXQG  PLQXWHV UXQ E\ WKH LGHDV OLNH KRZ \RX WKLQN LW¶V JRLQJ DQG
adjust them. Even a little bit of feedback would be good so that you can 
DOVREXLOGDPRUH FRKHUHQW HVVD\ DQG WKHUH¶V VR much that can go into a 
UHDOO\JRRGHVVD\7KHUH¶VVRPXFK\RXFDQWDNHIRUJUDQWHGVRKDYLQJD
more step-by-step gradual approach and contact with tutors to get feedback 
to build up the essay are probably more helpful. (Tom) 
 
Although there were some complaints from the students about the limitation 
of feedback, in general, for most Sociology lecturers and students, feedback 
seemed to support effectively students to improve their learning. However, 
most feedback was from lecturers to students, and peer-feedback was only 
found in informal situations, such as seminars and dissertation group 
meetings. Thus, there was no peer-feedback task as formal assessment in 
Sociology, which was different from the practice of giving and receiving 
feedback in English.     
 
6.6.2 Features of feedback in the English department 
 
The English Department was also keen on innovative feedback, especially on 
clearly communicating to students about how they could get feedback, office 
hours, feedback day, and so on in the feedback procedures published on the 
GHSDUWPHQW¶V ,QWUDQHW. 7KH\ DOVR KDG µSURSDJDQGD¶ WR HQFRXUDJH VWXGHQWV WR
come and see their tutor for feedback. According to Dr. Curtis, this seemed to 
be effective: 
Our school newsletters constantly reminds students about feedback, and my 
students are encouraged to take feedback, and there are posters on the 
school corridor that mentioned about personal tutors, and since this has 
been formalized or at least been made more practically public, so this year 
,¶YHQRWLFHGDQLQFUHDse in uptake, people coming to see me more regularly 
to talk about their assignments and made general comments about their 
FRXUVH DQG WKHUH¶V QR GRXEW WKDW LW¶V WUXH WKH H[SUHVV SXEOLFDWLRQV RI
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feedback opportunities are encouraged students to come and consult with 
XV6R,WKLQNWKDW¶VDPRQJYHU\VXFFHVVIXOSROLFLHV 
 
Although the number of students taking face-to-face feedback increased, there 
might be not many of them. However, it was important that more students 
started to form the habit of coming to talk to the lecturers, which might help 
to build up a culture of giving and receiving feedback and having more 
communication or dialogues between lecturers and students in the department. 
 
While written feedback from essays was considered helpful and quick by 
most Sociology students, for the English, it rather depended on the tutors, and 
WKUHHRIWKHPFRPSODLQHGDERXWOHFWXUHUV¶UHWXUQLQJWKHLUHVVD\VODWH 
It depends on the tutors, really. Some people give very detailed feedback, 
VD\LQJOLNHµLW¶VYHU\JRRGLQWKLVZD\EXWLQWKHIXWXUHGRQ¶WGRWKDW¶DQG
WKDW¶V YHU\ JRRG EHFDXVH , FDQ DSSO\ WKDW WR DOO RI P\ HVVD\V %XW ,
remember one essay in first year, because when we got it back, we got the 
PDUNDQGWKHIHHGEDFN,MXVWJRWWKHIHHGEDFNOLNHµ\RXKDYHQ¶WDQVZHUHG
WKHTXHVWLRQV\RXKDYHIDLOHG¶EXWLWZDVDUHDOO\EDGHVVD\%ULGJHW 
 
Most of them also complained about modules with one essay that counted 
100% in which they did not have formative feedback and did not improve as a 
result:  
We do have feedback on the sheet, but in one assessment, and in this 
module we have no practice, and we just got this one 3000 word essay, you 
NQRZ  RI WKH PRGXOH DQG , WKLQN WKDW¶V UHDOO\ bad.  I think we 
VKRXOGHYHQWKRXJKLW¶VSDLQEXWPD\EHPLQLHVVD\VOLNHRQFHRUWZLFHLQ
the term before the big one, like 1,500 words, non-assessed, but we do 
WKHP WR JHW VRPH IHHGEDFN (YHQ WKRXJK ZH¶UH GRLQJ (QJOLVK ZH GRQ¶W
know how to write an essD\7KDW VRXQGVYHU\VLOO\EXW WKDW¶VDELJSDUW
and we are expected to know. (Molly)  
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 Peer feedback in developing constructive criticism 
 
Peer-feedback was used as one of the formal assessment components and 
well-supported by a new technology tool ± WHE &7 LQ 'U *UDQW¶V Gothic 
Literature DQG'U&XUWLV¶VAcademic Community.  In these modules, students 
produced blogs and submitted them on Web CT for their tutor and other 
students in the group to see and comment on them. For Dr. Curtis, peer 
feedback encouraged students to engage in a community of practice and 
debates: 
That allows students to have a certain degree of flexibility, allows them to 
experiment, or to engaging with the key issues. Importantly, other students, 
with the blogging, are involved in a community of practice, if you like, a 
VKDUHG QHWZRUN RI PDNLQJ FRPPHQWV RQ HDFK RWKHU¶V ZRUN 6R ZKHQ
someone produces a blog and submit it on web CT, I can see it, but so as 
the other students in my group, and they can then respond and make 
comments, tKH\FDQHYDOXDWHWKHLUSHHUV¶FRQWULEXWLRQZKHWKHUWKH\DJUHH
or whether they are impressed by their ideas and in so doing debates 
develop. 
 
Thus, he considered a good way for students to create a friendly and 
supportive environment where students actively participated, helped each 
other, as well as reflected on their own improvement. The peer-feedback task 
LQ'U*UDQW¶VThe Gothic Literature also had similar aims. In addition to the 
blogs, students also submitted, using Web CT, two pieces of feedback on 
RWKHUVWXGHQWV¶GUDIWHVVD\IRUWKDWPRGXOHZKLFKWKH\FRXOGOHDUQWRZRUNXS
to the final assessed essay. Students made peer judgement based on a set of 
guidelines provided by Dr. Grant especially for this task. The draft itself was 
not assessed, but their feedback was assessed. For him, by judging their 
IULHQGV¶ HVVD\V DJDLQVW WKH FULWHULD VWXGHQWV KDG RSSRUWXQLWLHV WR SUDFWLVH
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thinking as assessors, understood more about the criteria, reflected on their 
own essays and improved as such:   
The feedback task is trying to teach them two skills, really: one is partly 
DERXWJHWWLQJWKHPWKLQNLQJDVDVVHVVRUVVRWKLQNLQJDERXWµ2.KHUH¶VWKH
set of criterLDWKDWZHXVHDVPDUNHUVDQG2.QRZSUHWHQG\RX¶UHPDUNLQJ
WKLVHVVD\KRZZRXOG\RXDSSO\WKDWFULWHULD"¶6RWHDFKLQJWKHPKRZWRGR
that, and that means they can then reflect on their own essays, and it is 
bridging that gap between what the assessment criteria say and what they 
DFWXDOO\ GR ZKHQ WKH\¶UH ZULWLQJ WKHLU HVVD\ RU PRUH LPSRUWDQWO\ ZKHQ
WKH\¶UH JRLQJ EDFN DQG HGLWLQJ WKHLU HVVD\ RU UHYLVLQJ WKHLU HVVD\ EHIRUH
submitting them. 
 
In addition, it taught them how to make criticism constructively and positively 
DQGMXVWLI\WKHLUMXGJHPHQWLQH[SODLQLQJZK\WKH\WKRXJKWWKHLUSHHUV¶HVVD\V
were good or what needed to be revised. This, as Dr. Grant remarked, was to 
prepare students for their future lives when they had to give feedback to 
somebody in working situations:  
Most students ZLOOPRYHRQLQWRFDUHHUVZKHUHDWVRPHSRLQWWKH\¶OOQHHG
to give feedback to somebody. So LW¶V DERXW WHDFKLQJ WKHP KRZ WR JLYH
FRQVWUXFWLYH FULWLFLVP LGHQWLI\ ZKDW¶V SRVLWLYH DQG QRW MXVW VD\LQJ µ2.
WKLVLVJRRG¶but saying why it is good. So a positive comment is not just a 
SDW RQ WKH EDFN EXW RQH WKDW VSHFLILFDOO\ WDUJHWV WR VD\ µWKLV LV JRRG
EHFDXVHRI WKLV¶ DQGDOVRJHWWLQJ WKHP XVHG WR WKH IDFW WKDW WKH\ QHHG WR
JLYH FULWLFDO FRPPHQWV ZKHUH LW¶V DSSURSULDWH as well, doing so in a way 
WKDWLW LVSRVLWLYHEXWQHYHUWKHOHVVVD\LQJµ2.WKLV LVSHUKDSVRQHRIWKH
weakest points in your essay, this is a way that you might be thinking of 
UHYLVLQJLWVRLWZLOOLPSURYHLQWKHIXWXUH¶ 
 
For him, students had very positive comments on the task because of its 
usefulness in helping them to learn these important skills and develop their 
writing:  
7KH\ VHHP WR UHVSRQVH YHU\ ZHOO WR WKDW $JDLQ VRPHWKLQJ WKDW WKHUH¶V D
OLWWOH ELW XQVXUH DERXW LW DW ILUVW EHFDXVH WKH\¶UH not been asked to do it 
EHIRUH$QGWKHIHHGEDFNWKH\¶YHKDGLVYHU\YHU\SRVLWLYH$QGLWVHHPVWR
EH LPSURYLQJ LQ WKHLU HVVD\ ZULWLQJ VNLOO DV ZHOO 0HDQLQJ WKDW WKH\¶UH
actually better authors as well, their writing skill is improved as well.  
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Nonetheless, Dr. Grant emphasised that in order for students to take it 
seriously, the task had to be a formal assessment component because in the 
past, it was non-assessed and students did not pay much attention to it. In 
addition to the blogs and peer-feedback task through Web CT, peer feedback 
was also applied in some other modules in the classroom, especially in 
presentations. Four out of seven students believed it was helpful to get peer 
feedback. Yet, their feedback for others was not helpful because they just 
ZDQWHG WR VD\ JRRG WKLQJV DERXW RWKHUV¶ SHUIRUPDQFH DQG RQH RI WKHP
preferred getting feedback from the lecturer instead:  
,¶YH GRQH LW LQ the 20th Century Plays ZH DVVHVVHG VRPHERG\ HOVH¶V
SUHVHQWDWLRQZLWKDIHHGEDFNIRUP,GLGQ¶WZDQWWREH OLNHµ:HOOWKLVELW
LV UXEELVK¶ (YHU\ZHHN , MXVW NLQGRIZURWH µ<HDKSUHWW\JRRGSUHWW\
JRRG¶ %XWZKHQLWFDPHWRPLQH , WKRXJKWLWZRXOGEHUHDOO\KHOSIXO WR
have their feedback. (Helen) 
 
:HGRQRWUHDOO\FDUHDERXWRWKHUSHRSOH¶VZRUNDQGthis seems selfish, but 
,¶GUDWKHUKDYHRQHRIWKHOHFWXUHUVJLYHVIHHGEDFNWRPH-HQQ\ 
 
To sum up, in both English and Sociology, the lecturers were trying to 
provide students with more formative feedback, encouraging more dialogues 
with the lecturers about their essay plans during office hours, discussing with 
them about their mark profiles, and so on. However, Sociology tended to 
emphasise more on improving written feedback. Meanwhile, English 
encouraged more face-to-face and peer feedback. The blogs and peer-
feedback tasks showed the English OHFWXUHUV¶ FRPPLWPHQW WRZDUGV XVLQJ
feedback to make students reflect on what they had done or critically and 
FRQVWUXFWLYHO\MXGJHRWKHUV¶ZRUNLQRUGHUWRLPSURYHWKHLURZQSHUIRUPDQFH 
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6.7 Conclusion 
TKHUH ZDV FRQYLQFLQJ HYLGHQFH WKDW PRVW HOHPHQWV RI %RXG¶V IUDPHZRUN ± 
engaging students, authentic activities, integrative activities, learning and 
judgement, modelling and practice, and giving and receiving feedback ± were 
present in the assessment practices of the English and Sociology lecturers. 
Although self-assessment and peer assessment was still weakly seen as formal 
assessment components and students did not design assessment in the sense 
that they created the rubrics or their own test, they definitely had opportunities 
to form the ability of making judgements through writing critical essays or 
doing projects, as well as participating in the design process by making their 
own decision on the assessment topics. This evidence suggested that most 
lecturers in the study were keen on using assessment activities to improve 
student learning and preparing them for life after university. They both aimed 
at helping students become critical, independent, creative, reflexive, 
cooperative and employable although reflexivity seemed to be a weaker focus 
than other capacities.  
 
However, there were a few differences in their practices: there were more 
reflexive assessment tasks in English than Sociology, and English focused 
more on improving face-to-face and peer feedback, whereas written feedback 
was more emphasised in Sociology. Students in both departments had quite 
similar ideas that they both appreciated the use of essays, presentations, group 
work, and feedback in helping them to learn; simultaneously they complained 
about a lack time for face-to-face feedback, especially on feedback day, as 
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well as a lack of guidance in some modules and unfairness in group work. In 
general, with the weak presence of reflexive and self-assessment tasks and the 
absence of the element µstudents designing assessment¶ in the sense that 
students create their own tests, as well as existing problems of feedback and 
group work, WKH08VWLOOVKRZHGDQLQFRPSOHWHSLFWXUHRI%RXG¶VIUDPHZRUN 
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7 Chapter seven: Describing and analysing key assessment features in 
the English and Sociology departments of the HCMU 
 
7.1 Introduction 
Chapter five and chapter six have explored key assessment features and the 
RSHUDWLRQDOLVDWLRQ RI %RXG¶V IUDPHZRUN in the MU. Starting with a brief 
introduction of assessment in Vietnamese HE, this chapter will then describe 
and explain some distinctive features of assessment in the English and 
Sociology departments of the HCMU and the findings from the peer feedback 
intervention at the English Department. The analysis was based on the 
following sources of data: 
(i) WKH+&08¶VSROLF\GRFXPHQWVUHODWHGWRDVVHVVPHQWDWXQLYHUVLW\
level and at the two selected departments,  
(ii) the interviews with the University Head of Assessment and ten staff 
(senior managers and lecturers) in the two selected departments, 
and 
(iii) two final year English and Sociology student focus groups (Six 
students/each). 
(iv) The peer feedback intervention: 6WXGHQWV¶IHHGEDFNRQWKHLUSHHUV¶
essays (25 papers), a qualitative questionnaire for 25 students, a 
focus group with five students, and a semi-structured interview 
with the lecturer teaching this course. 
  
The chapter will attempt to answer the same three research questions for the 
HCMU as addressed in the MU:  
1. What are the features of current learning assessment policies at the 
level of the University and in Social Sciences and Humanities 
 
185 
 
undergraduate programmes at the Ho Chi Minh City University 
(HCMU), Vietnam in respect of (i) student learning, (ii) assessment 
and desirable learning outcomes, (iii) assessment and LLL?  
2. What are the assessment philosophies and practices of lecturers in 
selected Social Sciences and Humanities departments of the HCMU in 
relation to (i) student learning, (ii) assessment and desirable learning 
outcomes, (iii) assessment and LLL?  
3. What are student experiences of assessment at selected departments of 
the two universities? In what way (if at all) has assessment developed 
them as lifelong learners? 
 
I argue that the traditional assessment regime in these two departments may 
hinder attempts to make changes, and thus it should be more flexible to 
facilitate the shift of assessment from testing to supporting learning.   
7.2 Assessment in Vietnamese HE 
Assessment in the Vietnamese HE is characterised by the traditional 
examination system that has existed since the feudal times and strongly 
influenced and shaped the present assessment in that summative assessment 
still plays a dominant role in the assessment regime at universities with the 
use of marks to inform learning.  In terms of policies, assessment did not gain 
much attention from policy makers, compared with management, curriculum, 
teaching, and learning until 1999 when the first official resolution on HE 
assessment ± Resolution 4 on Organising HE teaching, learning, and 
Assessment for Regular Students and the second ± Resolution 31 on 
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Regarding to piloting HE teaching, learning, and assessment in the Credit-
based System for regular students in 2001 were issued. These resolutions 
include guidelines about tests, exams, and classifying students (MOET 1999, 
2001). However, the role of summative assessment with written exams as the 
main method is highlighted in these resolutions, thus there seems to be no 
actual change in assessment policies at this stage.  
 
With the establishment of the General Department for Educational Testing 
and Quality Accreditation in 2003 and the transformation of a year-based to a 
credit-based HE system since 2001, the MOET issued Resolution 25 on 
Organizing HE teaching and learning for Regular Students in 2006 and 
Resolution 43 on HE Training Credit-based System for Regular Students in 
2007, as mentioned in the Introduction chapter. Different from Resolutions 4 
and 31 that emphasised summative assessment, Resolutions 25 and 43 marked 
an important initial move in assessment policies and perspectives from 
summative assessment to formative assessment. They regulated that the final 
marks must be the sum of different components: the obligatory final exam 
that must count above 50% of the total marks, and some other ongoing 
assessment tasks during the learning process, such as on-going mini-tests, 
practical assessment tasks, participation in group discussions, class 
attendance, or the mid-term (MOET 2006b, 2007b). Apart from the obligatory 
final exam, lecturers can choose methods of other assessment tasks as long as 
they can justify why they use these methods, which must then be approved by 
the rector of the university (ibid.). Although there was no guideline about 
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these alternative methods of assessment, these changes was a positive signal 
for more future changes in the assessment regimes at universities.  
 
Essentially, the MOET launched a resolution on Holistic Assessment of the 
6WXGHQW¶V6HOI-improvement (HASS) in Vietnamese universities and colleges, 
which was separated from academic achievement. It aims at holistically 
assessing ILYH DVSHFWV RI VWXGHQWV¶ OLYHV (i) awareness of learning; (ii) 
conforming to the university regulations; (iii) taking part in the university 
activities (e.g. cultural, music, sports, social activities organized by the 
university); (iv) IXOILOOLQJFLWL]HQ¶VUHVSRQVLELOLW\DQGFRPPXQLW\UHODWLRQVKLSV 
(through charity or community support activities); and (v) fulfilling the 
responsibility of class representDWLYHVDQGWKH<RXWK8QLRQV¶UHSUHVHQWDWLYHV 
(MOET 2007a).   
 
In short, in the Vietnamese HE assessment policy, there have been initial 
attempts to change from summative to formative assessment and to fully 
develop intellectual and moral capacities, as well as responsibilities for 
society. The next section will explore how the policy works in practice and 
what is going on in assessment in the Vietnamese case. 
7.3 7KH+&08¶VDVVHVVPHQWUHJLPHDQGGHSDrtmental practices 
:LWKWKHLPSOHPHQWDWLRQRIWKH02(7¶VDVVHVVPHQWSROLF\ in Resolutions 25 
and 43 for the new credit-EDVHGV\VWHP WKH+&08¶VDVVHVVPHQW UHJXODWLRQ
recognised the continuous process and other methods of assessment. 
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Accordingly, the final exam counted 70% of the total grade, and the other 
30% was the mid-term mark, which could be from the midterm test, 
discussion participation, learning practices, exercises, or how studious the 
student was during his or her learning process. Lecturers could choose the 
assessment methods for this 30% grade and allocate their weighting as long as 
they were put on the course description and approved by the university rector. 
7KH\ ZHUH UHTXLUHG WR VXEPLW VWXGHQWV¶ WUDQVFULSWV ZLWK WZR FROXPQV WKH
midterm and the final exam grades (HCMU 2009: 10). Without detailed 
guidelines about how to use these alternative methods, how was this policy 
implemented in the two departments? How and why were assessment 
perspectives and practices in these departments similar and different from 
each other?  
 
7.3.1 University assessment regulations and departmental responses to 
reforming practices 
 
In appearance, all transcripts submitted to the University registry seemed to 
be similar with two columns of midterm and final grade.  However, in the 
course descriptions of the two departments, the assessment methods to come 
up with such weighting tended to be very different from each other, as 
summarised in Table 7.1. From this table, more influences of international 
assessment perspectives and practices in the English department were seen. 
Among its 58 courses, only two strictly followed the University regulation, 
and the rest tended to reduce the percentage of the final exam and use other 
combined methods. Meanwhile, fewer attempts were made to reduce the 
weighting of the final exam in Sociology. Group presentations were the most 
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common alternative assessment method in both departments, used more by 
English than Sociology. 
 
 
Table 7.1 also showed that English seemed to focus much more on assessing 
WKH VWXGHQW¶V OHDUQLQJ SURFHVV WKDQ 6RFLRORJ\ KRZHYHU PLQL-projects were 
more popular in Sociology. This could be because Sociology emphasises 
research more, thus students were required to do mini research projects on 
social issues. Such diversity in assessment practices in the two departments 
might originate from the differences in perspectives of senior managers and 
lecturers, which will be explored in the following sections. 
 
 Assessment practices in the English department 
 
English senior managers and lecturers showed strong commitment to 
changing their assessment practices.  For them, the University assessment 
regulations seemed to help bring about changes in preventing some lecturers 
Table 7.1 Assessment methods in the 2009-2010 course descriptions of the two 
departments 
 
Departments Number 
of 
courses 
Courses 
with 70% 
final 
exam 
Courses using the most common alternative 
assessment methods  
Group 
presentations 
7KHVWXGHQW¶V
learning process 
(participation in 
learning 
activities) 
mini-
projects 
 
English 
 
58 
 
 
2 
 
25 
 
 
22 
 
6 
 
Sociology 
 
 
31 
 
27 
 
9 
 
5 
 
8 
 
+&08¶V6RFLRORJ\'HSDUWPHQW+&08¶V(QJOLVK'HSDUWPHQW 
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from using only one final exam, and thus it was more beneficial to the 
students, providing them with more chances to improve their work during the 
learning process. However, many English lecturers wanted more flexibility, as 
Dr. Mai ± Dean of English ± pointed out: 
0DQ\OHFWXUHUVGRQ¶WOLNHWKHVHWZRFROXPQJUDGHV7KH\DUJXHWKDWWKHUH
should be participation or contribution marks because some students make 
good contribution to the learning activities and have good and creative 
ideas in class; however, when they take the exam, for some reason, their 
PDUNVDUHQ¶WDVJRRGDVWKHLUDFWXDODELOLW\6RLIZHWDNHRQO\WKHPLGWHUP
test and the final exam as 30%- LW¶V QRW IDLU HQRXJK WR DVVHVV WKH
students. 
 
Thus, the lecturers were keen on finding ways to make this regulation more 
appropriate by balancing grades, reducing the dominance of the final exam, 
and applying alternative assessment methods borrowed and adopted from the 
West. Their efforts to change assessment practices could be seen in Table 7.2: 
 
Among these five lecturers, only Mr. Minh viewed assessment as a final 
product rather than a process, thus he mainly used the exams, with in-class 
translation group work counting only 10% of the grade. Meanwhile, the other 
Table 7.2 Assessment practices of five English senior managers and lecturers 
 
Lecturers Courses Final 
exam 
Midterm 
test 
Alternative assessment 
methods 
Dr Mai 
(Dean) 
Literature 70%  group presentation: 30% 
 
Dr. Lam 
(Vice-Dean) 
Writing 
 
40% 30% writing three types of 
essays: 30% 
Ms. Chi Translation 60%  group presentation: 20% 
and group mini-project: 
20% 
Ms. Phuong Writing 50% 30% writing portfolio: 20% 
Mr. Minh 
 
Translation 70% 20% in-class translation group 
work during the course: 
10% 
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four lecturers believed that assessment should be continuous, and they 
focused more on assessing the learning process. In their assessment practices, 
the traditional final exam was still a very important part of assessment; 
however, it was no longer completely dominant. They used group 
presentations, mini-projects, writing assignments, and portfolios in order to 
balance the grades and improve student learning.  As Ms. Chi stated:  
The final exam is necessary and is a good way to help students revise and 
self-reflect on what they have learned during the course. Many students are 
lazy; without exam pressure, they may not do any revision and reflection at 
all and may forget everything. However, it would be problematic if we 
considered it the only way to assess the students because it would make 
students learn only for the final exam. Students need to be assessed on how 
they learn and how they develop their skills during the course, which 
definitely need other methods of assessment in addition to exams. 
 
Essentially, the Dean and Vice-Dean showed their willingness and support of 
these changes, as well as applying alternative assessment methods themselves, 
which could motivate lecturers in the department to follow them. As Dr. Lam 
± Vice-'HDQSRVLWHGµ2XUSKLORVRShy of education here in our department is 
to establish a kind of ongoing process in terms of teaching, learning, and 
assessment. So, assessment as an ongoing process was a new trend that we are 
DSSO\LQJ¶ 
 
 Assessment practices in the Sociology department 
 
Unlike the English Dean and Vice-Dean, who were committed to assessment 
innovation, Dr. Hung ± 'HDQRI6RFLRORJ\WHQGHGWREHPRUHµWUDGLWLRQDO¶ 
When we assess students, we just follow the university regulations: 30% 
PLGWHUP DQG  ILQDO H[DP« 2I FRXUVH the assessment now still has 
SUREOHPVEXWZHFDQ¶WDGMXVWLWGXHWRWKHUHJXODWLRQVRIWKHXQLYHUVLW\:H
FDQ¶WDVVHVVVWXGHQWVGLIIHUHQWO\KRZHYHUZHQHHGWRFKDQJHWKHZD\ZH
teach to help students improve their learning. 
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In the Sociology senior manDJHU¶VYLHZ, teaching, not assessment, seemed to 
be the focus of change. Thus, there seemed to be limited attention to the role 
of assessment in improving teaching and learning.  Sociology lecturers were 
more content with the regulation, followed it more strictly, and believed it 
was much better than in the past:  
The assessment 30% ±LVGXHWRWKHXQLYHUVLW\¶VUHJXODWLRQV,WGRHVQ¶W
depend on us anymore. I am just a person who does what is required by the 
XQLYHUVLW\¶V UHJXODWLRQV ,W¶V QRW RXU RZQ LGHD to assess the students like 
that. (Mr. Tan) 
 
Assessing student learning depends on the assessment regulation of the 
XQLYHUVLW\DQGOHFWXUHUV¶IOH[LELOLW\LVDOVRZLWKLQWKLVUHJXODWLRQ. (Dr. Hoa) 
 
Clearly, this regulation was used as a reason for no or fewer changes in the 
OHFWXUHUV¶ DVVHVVPHQW SUDFWLFHV DOWKRXJK WKH\ GLG QRW VD\ PXFK DERXW ZK\
That might explain why Dr. Hung and Mr. Tan strictly followed the 
regulation in their assessment practices. However, evidence of borrowed 
international assessment methods could also be seen in the assessment 
practices of three other lecturers (see Table 7.3) and LQ'U+RD¶VFRXUVHWKH
final exam was replaced by an individual mini-project. However, there was no 
discussion on assessment as an ongoing process or about reducing the 
dominant role of the final exam. 
 
Although most lecturers in both departments applied international assessment 
practices, such borrowing was selective and critical with careful consideration 
about differences on culture and context. Dr. Hoa (Sociology) strongly 
emphasised that these practices could not be exactly copied and that it was 
important to consider whether they could work in the Vietnamese settings, 
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what might or might not work and that. Similarly, Dr. Mai (English) posited 
that: 
If we adapt something from Western cultures, we need to consider whether 
the learners, their attitude to learning and their learning motivation, as well 
as the lecturers and their teaching, are similar or different to learners and 
lecturers in Western countries. If we have something similar, then East and 
West can meet in some way. However, if we are totally different, will it 
work if we do things like them?  
 
 
 
In brief, assessment in both departments was dominated by the traditional 
exam combined with internationally influenced and strategically borrowed 
assessment practices which were found more in English than Sociology. They 
have different interpretations of the University assessment regulation. The 
English senior managers and lecturers were willing to break its rigidity and 
interpret it in the direction of reforming assessment practices. Meanwhile, the 
Sociologists used it to justify why they did not focus on changing assessment 
although some alternative assessment methods were applied. These 
Table 7.3 Assessment practices of five Sociology senior managers and lecturers 
 
Lecturers 
 
Courses Final 
exam 
Midterm 
test 
Alternative assessment 
methods  
Dr. Hung 
(Dean) 
Contemporary 
Social issues 
70% 30%  
Mr. Tan Introduction 
to Sociology 
70% 30%  
Dr. Hoa 
 
Research 
Methodology 
  Group presentation 
(30%) and individual 
mini-project (70%). 
Ms. Huong Gender 
Sociology 
60%  Group presentations 
30%, participation in 
discussions: 10%. 
Ms. Yen Social 
Statistics 
70% 20% In-class group 
exercises: 10%. 
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differences might be explained by the histories and cultures of each 
departmentDVZHOODVOHFWXUHUV¶H[SHULHQWLDOOHDUQLQJRIDVVHVVPHQW 
 
7.3.2 'HSDUWPHQWV¶KLVWRULHVDQGFXOWXUHV 
 
The English department seemed to experience much more international 
influences due to its history and culture. Historically, this department was 
established in 1955 when the Americans occupied the South of Vietnam and 
brought in an American education model. Thus, it experienced American 
educational influences in its curriculum, teaching, learning, and assessment. 
Together with the current trend of globalisation and internationalisation in 
Vietnamese HE, this department seemed to be quicker in integrating into 
contemporary assessment perspectives and practices.  Many English lecturers 
have studied abroad (mainly in the US, Australia, Canada, the Philippines), or 
attended courses taught by international H[SHUWV$V'U0DLUHPDUNHGµ2QH
advantage of our department is that most lecturers have studied overseas, and 
WKH\DUHNHHQRQDSSO\LQJZKDWWKH\¶YHOHDUQHGIURPDEURDG¶They were also 
influenced by teaching and assessment perspectives and practices on 
textbooks and materials from the West and international visiting lecturers 
working at the department.  All these international influences were gradually 
implanted into the departmental culture and facilitated changes in assessment 
perspective and practices. 
 
Meanwhile, such international influences were not that strong in Sociology. 
The department of Sociology was established in 1995 and was VWLOODµ\RXQJ¶
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department, with less international influences than English. There seemed to 
be fewer opportunities for international exchange and integration, as well as 
approaching contemporary assessment perspectives and practices. For one 
thing, it might be because the Sociology department was slower in keeping 
pace with global changes, and thus they missed many opportunities of 
international integration. Also, they seemed to be not very dynamic in looking 
for cooperation with international universities and organizations. Due to their 
limitation in foreign languages, not many lecturers went abroad to study and 
consult international resources to update their knowledge and skills. As Dr. 
+XQJ VWDWHG µ2QH RI WKH greatest difficulties for our lecturers is that their 
ability to read English materials is still weak, and this affects their 
RSSRUWXQLWLHVIRUSURIHVVLRQDOGHYHORSPHQW¶. A few lecturers, who had studied 
abroad, initiated and implemented changes by applying what they had 
learned, yet many lecturers still used only exams. Therefore, this could be one 
RI WKH UHDVRQV WKDWPDGH LWV OHFWXUHUV¶DVVHVVPHQWSHUVSHFWLYHVDQGSUDFWLFHV
PRUHµWUDGLWLRQDO¶7RJHWKHUZLWKWKHGLIIHUHQFHVLQGHSDUWPHQWV¶KLVWRULHVDQG
FXOWXUHV WKH OHFWXUHUV¶ H[SHULHQWLDO OHDUQLQJ DERXW DVsessment was another 
feature that may cause assessment diversity between English and Sociology. 
 
7.3.3 /HFWXUHUV¶H[SHULHQWLDOOHDUQLQJDERXWDVVHVVPHQW 
 
AVVHVVPHQWSUDFWLFHVLQERWKGHSDUWPHQWVZHUHPDLQO\EDVHGRQWKHOHFWXUHUV¶
own learning experience gained from two different sources: how they had 
been assessed when they themselves were students at Vietnamese universities, 
and the other from how they had been assessed when they studied overseas or 
attended postgraduate or training courses taught by international or 
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Vietnamese experts. English lecturers were more familiar with alternative 
assessment methods: 
As language students [ourseves], we did a lot of pair work, group work, 
and presentations, for example, in Speaking, pronunciation, and translation, 
VR ZH¶YH JRW H[SHULHQFH LQ GRLQJ WKHP EXW RI FRXUVH HDFK FODVV LV
different, so we have to think about how to do it well in our own 
classroom. (Ms. Chi) 
 
However, Sociology lecturers¶ experience might be different because of the 
subject disciplines. Ms. Yen explained why she implemented group exercises 
or group presentation:    
,W¶VIURPP\RZQH[SHULHQFHRIEHLQJDVWXGHQWP\VHOI,GLGQ¶WOLNHVLWWLQJ
DQGOLVWHQLQJWROHFWXUHVDOOWKHWLPH1RZDVDOHFWXUHU,GRQ¶WZDQWMXVWWR
give lectures. I feel tired and bored if I just talk all the time, and I know my 
VWXGHQWVDOVRIHHOWKHVDPH $QGDOVRZLWKVWDWLVWLFV LW¶VPXFKUHODWHGWR
mathematics, so I want the students to feel relaxed, enjoy the session, and 
encourage the students to participate in the lessons.   
 
It seemed that what these Sociology teaching staff experienced in their own 
student life was mainly lecturing and they did not have a very good 
impression of it; therefore, they were trying to reduce it in their own teaching. 
Meanwhile, their English colleagues had gone through many different 
learning and assessment activities, and this gave them better preparation for 
the implementation or innovation of their teaching and assessment practices. 
However, in both cases there was a concern for student learning and engaging 
the students. 
 
In addition to the experience from how they themselves had been assessed as 
XQGHUJUDGXDWHVWKHOHFWXUHUV¶DVVHVVPHQWSUDFWLFHVLQERWKGHSDUWPHQWVZHUH
strategically borrowed from what they learned as postgraduates abroad or 
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from short training courses and tailored to be suitable and applicable in their 
classroom contexts:  
When I attended a three- month training course in Sociology in the 
Philippines, the lecturers used group presentations, and I found it 
interesting. But there were only around 20 people in that training course. 
When I apply it in my class, because there are so many students, and I have 
to think about how to make as many students take part in as I can, so for 
each topic, there will be two groups in charge: One group makes the 
presentation, the other group questions or argues against it, or modifies 
what lacks or is still vague in that presentation. (Ms. Huong ± Sociology) 
 
In short, assessment practices in both English and Sociology were mainly 
EDVHGRQOHFWXUHUV¶H[SHULHQWLDOOHDUQLQJ7KLs could be a good thing because, 
from their experience, they might choose what worked for them in their own 
situations. Arguably, these assessment practices might lack expertise or 
professionalism because each of them experienced assessment differently and 
implemented assessment methods in their own way; yet there was no policy 
and detailed guidelines, no published common assessment standards and 
criteria, no evaluation on its effectiveness or academic discussion on what 
needed to be improved. The similarities or differences in perspectives and 
practices, and the reasons for choosing assessment methods could also be 
influenced by many constraints in the HCMU context, as analysed in the 
following section.   
7.4 Constraints that hinder changes in assessment practices at the two 
departments 
This section will explore the constraints that hinder changes in assessment 
practices. Generally, lecturers in both departments were facing many 
difficulties in their teaching and assessment process, but Sociology lecturers 
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seemed to encounter more challenges, which made it more difficult for them 
to develop alternative assessment methods. Among them were four major 
constraints: low salaries of lecturers, over-crowded classes, lack of 
professional development in assessment; and lack of support from different 
levels in the University.  
 
7.4.1 Low salaries of lecturers 
 
Perhaps low salaries were one of the most serious problems that de-motivated 
lecturers to change their teaching and assessment practices. Similar to 
colleagues from all public universities and many other governmental officers, 
WKH +&08¶V lecturers received very low pay, although the government 
FRQILUPHG WKDW µ(GXFDWLRQ LV WKH QDWLRQDO SULRULW\¶ DQG WKH EXGJHW IRU
education was increasing7 in recent years. However, such budget was spent 
more on lower levels of education rather than HE8, and the expenditure for 
HE prioritised upgrading the infrastructure, developing training programmes, 
materials, teaching and management staff rather than increasing salary for 
lecturers (World Bank 2009). For Dr. Kim ± WKH +&08¶V +HDG RI
Assessment, only devoted lecturers were still working there instead of 
choosing another job or moving to other private universities with much better 
income: 
The salary of this public universit\LVWRRORZ,KDYHWRHPSKDVL]HWKDWLW¶V
too, too low, about 30, 000 VND per period ± 45 minutes (1.4 USD). 
:KHUHDV ZKHQ , WHDFK DW D SULYDWH XQLYHUVLW\ LW¶V   RU  
                                                          
7
 Spending on education and training in 2008 = 5.9% GDP, compared with 2000 = 3.0% GDP 
(World Bank 2009: 10)   
8
 State budget by sub-sector (%) in 2006: early childhood=7.47, primary=31.21, lower 
secondary= 21.59, upper secondary=10.33,vocational=3.43, professional secondary=2.62, 
HE= 8.91, other=14.43.(World Bank 2009:10). 
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VND (12±14 USD), which is ten times more than that. So, the people who 
still stay here are certainly those who are committed to teaching.   
 
 
More evidence could be seen in Table 7.4 in which, compared with other 
sectors like private or foreign-invested companies, the monthly income of the 
+&08¶V OHFWXUHUV ZDV RQO\ DURXQG D KDOI RI WKHLU FROOHDJXHV LQ +RD 6HQ
Private University and of professionals who worked in manufacturing, and 
nearly one third of those in financial sectors. Middle-level managers of the 
HCMU, like Deans or Vice-Deans, received an income of only less than a half 
of their peers at Hoa Sen University and one fourth of managers in finance.  
                                                          
9
 The income in Vietnam Dong (VND) in jobs 1 and 2 has been converted into USD, 
accordingly 1USD = 20,880 VND (Foreign exchange rate on 19 February 2010. 
Online.<http://www.vnexpress.net>) 
10
 In jobs 3, 4, & 5, the statistics from Annual Vietnam Salary Survey in 2008 by Navigos 
Group: Annual gross earning: Finance: professionals US$7,945 and managers: US$19,591.  
The consumer goods industry: Professional: US$7,504 and manager: US$18,752. 
Manufacturing: professional:  US$6,840, Manager: US$14,588.  These numbers have been 
divided into 12 months in table 5. The statistics is based on analysing the data collected from 
64,905 job holders at 206 companies in Vietnam, including 71% foreign-invested companies 
and 29% Vietnamese firms.  
 
Table 7.4 Average monthly income in different jobs in USD 
 Jobs Average monthly income 
University lecturer/ 
Professional in other sectors  
Manager 
1 The HCMU (a 
public university)9 
297 
 
393 
2 Hoa Sen University 
(a private university) 
445 914 
3 Finance 10 
 
662 
 
1,632 
4 Consumer goods  
(e.g. Salespersons) 
 
625 
 
1,562 
5 Manufacturing  
(e.g. Engineers) 
570 
 
1,215 
 (The Saigon Times Daily 2008; VietNamNet Bridge 2009a) 
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6XFK SD\PHQW ZDV GHILQLWHO\ QRW HQRXJK IRU OHFWXUHUV¶ OLYLQJ H[SHQVHV
especially those who have to support a family. Therefore, they had to do more 
teaching at other private universities to earn extra money; consequently, they 
did not have time to concentrate on improving and innovating their teaching 
or assessment. Dr. Hung explained: 
When people go to work, they care much about salary, but when the salary 
LVQ¶WHQRXJKIRUWKHPWRVXUYLYHWKH\FDQ¶WEHFRPPLWWHGWRZKDWWKH\¶UH
doing. If they teach the whole day and also teach night classes, how can 
they find time to read books or do research" 6R LW¶V GLIILFXOW EHFDXVH
people can have motivation and commitment only when their income is 
stable and enough for them to support their family.  
 
Due to low salaries, the departmental senior managers could only encourage 
lecturers, but could not ask them to change their assessment methods because 
they would have more work to do without pay when they had already had 
heavy workloads. Clearly, low salary could be one of the causes that 
prevented assessment changes. Another problem, over-crowded classes, also 
VWURQJO\DIIHFWHGOHFWXUHUV¶choice of assessment methods. 
 
7.4.2 Over-crowded classes  
 
Over-crowded classes brought about many challenges in organising teaching, 
learning and assessment activities in both departments. Usually, an English 
class had around 30±40 students, but this number went up to 50±65 in general 
language skills courses. This number made it difficult for the lecturers and 
students to organise and practise language skills, such as speaking or 
SURQXQFLDWLRQ DQG JLYLQJ RQJRLQJ IHHGEDFN RQ VWXGHQWV¶ /LWHUDWXUH RU
Writing assignments. However, over-crowded classes seemed to be much 
more problematic in Sociology with classes of 60 to 100 or 150 students, 
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especially in the first and second year courses. This made some lecturers 
decide not to use alternative teaching and assessment methods:  
It would be ideal to have 30-40 students in one class, but this is impossible 
LQILUVWRUVHFRQG\HDUVRI6RFLRORJ\VR,GRQ¶WZDQWWRGUHDPDERXWLW:H
may attain around 70-80.  For sure if I have around 70 students, the 
teaching methods will be different. I want my students to do group 
presentation and discussions. However, with around 150 students, how can 
ZHGRWKDW":KLFKJURXSVGRLWDQGZKLFKJURXSVGRQ¶W" $OVRLIDOO WKH
groups do it, how can we find enough time for them because this course is 
only 45 periods? (Mr. Tan) 
 
Also teaching such crowded classes, Dr. Hoa and Ms. Huong were more 
committed to applying group presentations and mini-projects. However, Ms. 
Huong was puzzled about its effectiveness and failed to get many students 
engaged:   
I wish there were fewer students in the class so that the teaching and 
learning would be better. I myself use group presentation, but with a 100 or 
150 student class, when we apply student-centred approach with lecturer ± 
VWXGHQWLQWHUDFWLRQZH¶OOEH OXFN\ WRKDYH WZRWKLUGRI WKHFODVVZKRFDQ
leaUQDQGRQH WKLUGVD\ WKDW WKH\GRQ¶WOHDUQDQ\WKLQJDWDOOEHFDXVH WKH\
just sit there and listen without speaking up or taking part in the debate. But 
if we just give lectures, all students will just sit and listen. And I really 
GRQ¶WNQRZZKDWWRGR. (Ms. Huong) 
 
Like Ms. Huong, the students also complained about the disengagement of 
many classmates when there were too many students in the class:  
Because the class is crowded, only some of us do the presentation and ask 
questions. The majority just siWVWKHUHDQGOLVWHQV0DQ\HYHQGRQ¶WUHDGWKH
topic in advance, so they have no ideas what their friends are talking about 
(Hai). 
 
Dr. Hoa also acknowledged these limitations, but she was still keen on 
applying alternative assessment methods: µOver-crowded classes affect 
assessment qualityDQG,¶PQRWVXUHLIP\DVVHVVPHQWLVDFFXUDWHDQGIDLUIRU
all students. We can only try our best to do what we can for the students.¶ 
 
In short, over-crowded classes seemed to be a big hindrance in both 
departments, especially Sociology. It discouraged changes and made teaching 
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and assessment less effective and many students disengaged. However, with 
strong commitment to change, some lecturers were trying to overcome these 
difficulties. Together with low salary and over-crowded classes, the lack of 
professional development in assessment was another obstacle in the changing 
process. 
 
7.4.3 Lack of professional development (PD) in assessment   
 
$V PHQWLRQHG LQ WKH SUHYLRXV VHFWLRQ WKH OHFWXUHUV¶ SUDFWLFHV ZHUH Painly 
based on their own learning experience about assessment as undergraduates 
themselves and postgraduates overseas or attending short training courses or 
seminars about their own disciplines or teaching and learning in which 
assessment was a very small part. There was no assessment course offered by 
the university. In addition, some PD courses might not be very helpful and 
effective because they tended to emphasise theories and were 
decontextualised. As Mr. Tan ± Sociology remarked:  
I attended a Teaching Methodology course, EXW,GRQ¶WJDLQPXFKIURP it. 
7KLVPD\EHEHFDXVHWKHOHFWXUHUVRIWKLVFRXUVHDUHQ¶WFRQYLQFLQJHQRXJK
They teach a lot of theories and some of them studied from overseas and 
MXVWGRUHVHDUFK7KH\GRQ¶WKDYHWKHLURZQWHDFhing experience to share, 
but just talk about what other countries do, and ask why other countries can 
GRLWEXWZHFDQ¶W",WKLQNWKH\VKRXOGORRNDWZKDWUHDOO\KDSSHQVLQRXU
present situation and be realistic about teaching and learning in our own 
context. 
 
It seemed that the focus of most PD courses was on teaching and learning, and 
thus assessment was neglected. This lack of PD in assessment might make 
lecturers confused when applying alternative assessment methods, especially 
the young and inexperienced, like Ms. Huong (Sociology), because they were 
not sure if it was the right thing to do: 
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I have done the assessment in group presentation, using one group who 
presents and the other who questions or argues against it for a few 
semesters.  I know that QR RWKHU OHFWXUHU GRHV LW VR , ZRQGHU LI LW¶V
appropriate or not because sometimes the debate is to the point and come 
up with new ideas, but sometimes the students just beat around the bush. 
$FWXDOO\ LW¶V also quite challenging for the lecturer because sometimes, 
QHZLVVXHVFRPHXSLQWKHGHEDWHVDQG,KDYHQ¶WSUHSDUHGIRUWKHP\HW6R
when assessing the students like that, I think it has some advantages but 
also difficulties for me.  
 
These lecturers obviously needed someone with professionalism and 
experience in assessment to share in order to improve their practice.  Thus, for 
most of them, PD in assessment was needed to provide them with more 
expertise to assess students better:  
I think courses about teaching and assessment methods are necessary and 
helpful for lecturers, especially the young ones like myself because they 
guide us and help improve our teaching methods. There are many young 
lecturers at the university, and they are different from the older generation, 
so they need to be trained in a different way in order to have a more 
dynamic and active style in teaching and better ways to assess our students. 
(Ms. Yen ± Sociology) 
 
I need more training on assessment, because when I did my MA here, the 
testing course only helped us to know how to design tests. I usually assess 
my students using my experience and also from some methods that I 
learned in the MA course, but if talking about expertise in assessment, I 
GRQ¶WWKLQN,KDYe that expertise. (Ms. Chi ± English)  
 
Such PD courses or seminars, according to Mr. Minh (English), should be for 
both the inexperienced and experienced so that they could agree with each 
other about common assessment standards and criteria to be published and 
implemented because each lecturer was assessing students with their own 
standards and criteria, and this might lead to arbitrary judgement. Another 
constraint was the lack of support from different levels:  the university 
management board, lecturers, and students. 
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7.4.4 Lack of support from different levels in the University 
 
In spite of recent changes in educational management, Vietnamese HE was 
still a traditional centralised system managed by the MOET and the state. The 
+&08¶V UHJXODWLRQV DQG GHFLVLRQV ZHUH PDGH E\ WKH WRS PDQDJHULDO OHYHO, 
and all departments had to act upon them with little flexibility. Therefore, it 
was difficult to do things differently. For Dr. Mai, this rigid system might 
limit rather than support the changes that the departmental senior managers 
wanted to make:  
Sometimes, I feel that we lack support and encouragement from the 
university management to make any changes because the regulations of the 
system constrain them.  So, we can only try to reduce the pressure of the 
ILQDOH[DP7KHXQLYHUVLW\ZLOOQHYHUDFFHSW WKDWZHZRQ¶WKDYH WKHILQDO
exam because they want it to be standardized to be easier to control the 
quality.   
 
6XFK D V\VWHP DOVR IRUPHG OHFWXUHUV¶ KDELWV RI IROORZLQJ UDWKHU WKDQ
questioning, taking part in strategic planning, or suggesting what the 
management board needed to consider. Thus, lecturers did not have much 
autonomy, and their voice seemed to be silent in the decision making process: 
µ:HJHWXVHGWRGRLQJZKDWLVUHTXLUHGEy the university and have rarely been 
DVNHGDERXWZKDWZHZDQWWRGR¶0V3KXRQJAs Dr. Hoa remarked:  
Lecturers should be given more autonomy in assessment because each 
course has its own features, so assessment need to be more flexible so that 
lecturers can choose appropriate assessment methods for their own course. 
7KHUHVKRXOGQ¶WEHULJLGUHJXODWLRQVRIFRXUVHWKHUHVKRXOGEHUHJXODWLRQV
but these need flexibility.  
 
These barriers might be the reason why many courses used only exams.  
:KLOH OHFWXUHUV¶ DXWRQRP\ ZDV OLPLWHG E\ WKH University, the University 
could not make its own decisions in many cases because it was also controlled 
and constrained by the MOET and the state. For example, the MOET decided 
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the quota of students being recruited each year, and the university could not 
reduce the number of students despite limited resources. In addition, the state 
regulated the level of tuition fees and allocated a budget for public 
universities with strict requirements on how it was spent (Hayden and Lam 
2010). According to Professor Pham Phu, tuition for public universities 
decided by the state in 2009 was 240,000 VND per month (= 11.5 USD), 
increasing to only 60,000 VND (= 2.8 USD) after 10 years (VietnamNet 
Bridge 2009b). Although they were too low, the university did not have the 
right to increase them or to allocate its budget as it wanted to.  Consequently, 
like most public universities, it did not have enough human and financial 
resources for major changes, which led to limited and low quality facilities 
and a serious lack of library resources. Apart from those caused by the 
management system, another constraint directly came from the lecturers and 
students themselves. Not all lecturers were committed to change: 
Some lecturers, particularly those who are senior, may not be willing to 
change or apply new things. This may be because they feel comfortable 
ZLWKZKDWWKH\¶YHGRQHRUSUREDEO\GRQ¶WZDQWWRFKDQJHWKHLUDVVHVVPHQW
habit, and they are stick to it. (Dr. Lam) 
 
Only the lecturers who are very responsible, committed to teaching, and 
want to make changes do it. For other lecturers, they just let the students do 
WKHPLGWHUPWHVWDQGWKHILQDOH[DPDQGVXEPLWWKHPDUNVDQGWKDW¶VLWDQG
WKH\GRQ¶WQHHGWRFDUHLIDVVHVVPHQWLV ongoing or not. (Dr. Mai) 
 
Significantly, lHFWXUHUV¶ FRPPLWPHQW WR FKDQJing their assessment practices 
was a value that should be maintained and sustained. However, due to 
constraints, their commitment might not be sustainable:  
For me, as a lecturer, I jXVWVLPSO\WKLQN,¶OOWU\WRGRP\EHVWDVORQJDV,
can. Sometimes, I feel tired and depressed.  But I comfort myself that I just 
WU\P\EHVWXQWLO,FDQ¶WEHFRPPLWWHGDQ\PRUHWKHQ,¶OOFKDQJHP\MRE
(Ms. Yen ± Sociology)  
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Before, my students could see me for face-to-face feedback, but after 
JHWWLQJPDUULHG,¶YHEHHQYHU\EXV\ZLWKWKHFKLOGUHQDQGP\VWXG\WKHQ,
GRQ¶W KDYH WLPH IRU LW DQ\ PRUH , WKLQN WKHUH VKRXOG EH PRUH H[WUD SDLG
WLPHIRUOHFWXUHUVLQRUGHUWRHQDEOHWKDW,IQRWLW¶VGLIILFXlt to encourage 
them to do so without pay. (Ms. Chi ± English)   
 
Similarly, many students also did not cooperate with those changes. For 
example, they did not prepare the lessons and thus could not take part in class 
discussions:  
We also need the students to be more co-operative. For example, when I 
give the articles for students to read at home and discuss later in class, at 
OHDVWWKH\KDYHWRUHDGWKDW%XWPDQ\VWXGHQWVGRQ¶W$QGLQFODVVZKHQ,
ask them about the content of this article, they GRQ¶W NQRZ EHFDXVH WKH\
KDYHQ¶WUHDGLWVRWKH\FDQ¶WWDNHSDUWLQWKHGLVFXVVLRQ. (Dr. Hoa) 
 
In summary, the lecturers were facing many constraints, and especially those 
in Sociology. This helped explain why alternative assessment methods were 
applied less in Sociology, why assessment reform in both departments was 
treated as an extra, and only committed lecturers did it. During the interviews, 
most lecturers showed frustration and dissatisfaction about the rigidity and 
ineffectiveness of the HE central management system that discouraged their 
innovative efforts. Arguably, it can be a positive sign to stimulate reform and 
decentralisation of the educational system, starting from the MOET and the 
University Management Board, to better support and sustain any changes in 
OHFWXUHUV¶WHDFKLQJDQGDVVHVVPHQWSUDFWLFHV.  
In addition to the above-mentioned assessment features at the English and 
Sociology departments, another feature ± developing expansive graduate 
attributes of students ± might be considered as an effort in helping students to 
function well in society.   
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7.5 Developing expansive graduate attributes of students 
Developing expansive attributes seemed to be a distinctive feature of 
teaching, learning and assessment activities of the HCMU, which could be 
seen through the implementation of the HASS, and the integration of 
citizenship education into the teaching and learning activities. Students were 
encouraged to take part in communal activities, such as taking care of old 
people or disabled children and orphans, teaching illiterates in remote areas in 
the Green Summer Campaign11, or activities organised by the University. 
They then would reflect and assess themselves, and their self-assessment 
would be considered in a class meeting by their classmates and the lecturer in 
charge of the class. The students felt that it was a good way to for them to 
learn to become more caring and helpful to other people and do useful things 
for society: 
After visiting and helping in houses for disabled children, I thought I was 
VROXFN\FRPSDUHGZLWKWKHPEXW,GLGQ¶WWKLQNDERXWLWEHIRUH%HFDXVH,
was luckier, I should help others who were less lucky than me, and I should 
live better. (Kim)         
 
My classmates and I attended the Green Summer Campaign to help people 
in the remote areas by guiding them how to live hygienically, teaching the 
illiterate and collect rubbish in the street with the people there to make the 
environment clean. We all felt happy and fun because we did something 
useful for the community. (Hai) 
Similarly, according to the lecturers in both departments, the activities made 
students more responsible for others and also for themselves, to know how to 
help and sympathise with others, as the Vietnamese traditional communal 
values:    
                                                          
11
 The Green Summer Campaign is held by the Youth Union each year for students to help 
people in the remote areas: teaching the illiterates, repairing roads, guiding them about 
environmental health, and so on 
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The society now is so complex, and many people just care about 
themselves, especially the young. Now, families have fewer children than 
before, many families just have one child, and the child becomes the centre 
of the family, having all privilHJHV DQG LW¶V HDV\ IRU WKHP WR EHFRPH
VHOILVK0DQ\RI WKHPGRQ¶W FDUH DERXWRWKHUSHRSOH DQGKDYHQR IHHOLQJ
WRZDUGVRWKHUV¶ VXIIHULQJV6R WKHVHDFWLYLWLHVDUHSUDFWLFDOHWKLFDO OHVVRQV
for them to form their better characters. (Dr. Hung)        
 
However, as separated from the academic assessment of student learning, the 
results of this form of assessment were mainly used to classify students at the 
end of each academic year and offer them scholarships. Thus, this form of 
assessment was not paid enough attention by both lecturers and students, as it 
did not have an important role to play, compared with academic assessment 
activities.  Thao, a Sociology student, explained:  
In this Holistic Assessment, our academic results is also the main factor, 
and other activities are extra, so I think we take part in those community or 
school activities because they are meaningful and fun for us, not because of 
the assessment.   
 
In addition to the implementation of the HASS, attempts to integrate 
citizenship education into the teaching and learning process could be seen 
more in the Sociology department. Three Sociologists emphasised building up 
VWXGHQWV¶ expansive attributes. Ms Yen stated: 
I want my students to be good people in society with behaviours that are 
full of humanities. It means that they behave and treat other people well, 
have behaviours of well-educated and civilised people. Our specialisation 
is VRFLDO VFLHQFHV DQG KXPDQLWLHV VR LW ZLOO EH YHU\ VDG LI VWXGHQWV¶
behaviours lack humanities. 
 
Thus, these things were integrated into the sessions of her courses ± Social 
Statistics and Introduction to Sociology. Interestingly, the needs for life skills 
originated from her own experience as a student: 
When I was a student, nobody taught me life skills in order to be a better 
and more mature person. Students now have better conditions than us in the 
old days, but they do things according to their instincts more than using 
taught skills. As a person who has more experience than them, I want to 
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help them in some way. So I think in addition to teaching them academic 
knowledge and skills, we need to guide them to have proper behaviours, to 
treat others well, and so on. These are very necessary for their lives.        
 
Similarly, Mr. Tan integrated into his Introduction to Sociology course social 
interaction and communication, which he wanted students to form because, as 
KH H[SODLQHG µ6WXGHQWV DUH VWLOO ZHDN DW OLIH VNLOOV HVSHFLDOO\ EDVLF VRFLDO
interactions, and are not self-aware of social customs. So they should be 
equipped with these skills in order to better behave in different work and life 
VLWXDWLRQV¶ /LNHZLVH LQ Gender Sociology, Ms Huong also taught her 
students how to deal with their own problems if they might arise. 
 
Therefore, GHYHORSLQJVWXGHQWV¶expansive attributes to function well as good 
citizens in society seemed to play an essential role in the teaching and 
learning activities of the Sociology department. Differently, it was not 
mentioned by the English lecturers in the interviews. It might be because the 
English department focused more on equipping students with language 
proficiency and skills for employability; consequently citizenship education 
might not be treated as a priority. Thus, it could be argued that Sociology 
better prepared students with expansive graduate attributes than English. The 
next section will be about the peer feedback intervention implemented in the 
(QJOLVKGHSDUWPHQWDVDUHVSRQVHWRRQHRIWKHIHDWXUHVRI%RXG¶VIUDPHZRUN
± developing informed judgement ± in order to see whether a very Western 
practice could actually work in a far different context like Vietnam.    
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7.6 A peer feedback intervention 
The analysis of the peer feedback intervention in Critical Thinking 1 ± a 
course for 25 second-year students of the English honours programme12 ± was 
based on these four sources of data: VWXGHQWV¶IHHGEDFNRQWKHLUSHHU¶VHVVD\
VWXGHQWV¶ TXDOLWDWLYH TXHVWLRQQDLUH WKH LQWHUYLHZ ZLWK 'U /DP DQG WKH
student focus group interview. In this section, I argue that although peer 
feedback is still unfamiliar in the culture of assessment in Vietnamese HE, 
there are important things to learn from it. I also argue that this intervention 
FDQ SOD\ D XVHIXO UROH LQ IRUPLQJ VWXGHQWV¶ DELOLWLHV Rf peer judgement and 
self-reflection, which may lead to peer and self-development and can be 
essential to their learning both at university and after graduation. 
 
In general, the approach could play an important role in supporting student 
learning, as Dr. Lam remarked:  
In this course, we encourage the students to think critically and creatively. 
We encourage them to critique, to question whatever sounds illogical to 
them and try to explain why, so this task allows the students to have a 
chance to look at tKHLUSHHUV¶SDSHUVWKRVHZKRDUHPRUHRUOHVVOLNHWKHLUV
WRHYDOXDWHDQGJLYHFRPPHQWVWRLPSURYHWKHVHSDSHUV«$QG,JLYHWKHP
my feedback on their peer feedback.  The students also have a chance to 
ORRNDW LW DJDLQ WR VHH LI WKH\¶YHJLYHQDQGEHHQJLYHn good, negative or 
positive, objective, appropriate feedback or not. I believe it is a multiple 
way, not only the two ways feedback. So hopefully, this task helps them to 
VKDUSHQ WKHLU HYDOXDWLRQ VNLOOV LQ D FRQVWUXFWLYH DQG FULWLFDO ZD\ DQG LW¶V
important to student learning. 
 
For Dr. Lam, when doing the task, students learned from giving and receiving 
critical and constructive feedback. Nevertheless, how critical and constructive 
                                                          
12
 In Vietnamese HE, honour programmes are for top students who achieved high marks in 
the entrance exam. These students have to take another exam to be selected to attend this 
programme. Students study more specific courses with high-level of performance than 
students of other programmes. The honour programmes aim at nurturing and developing 
talented graduates for the country.  
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was the peer feedback? Which capacities could it help students to form, and 
how did they support student learning?  
 
7.6.1 The practice of giving constructive and critical feedback 
 
The students had experienced peer assessment in their first and second year 
writing courses; however, there was no written guideline on how to give 
feedback, and what they previously did was mainly correcting mistakes rather 
than commenting on what was good about the paper and what needed to be 
improved. Thus, the guidelines on how to give peer feedback provided them 
with the basis for understanding and writing critical feedback in a positive 
way:  
In this task, we have the guidelines, so we also look at the arguments, 
comment on the strong points and weak points, and we know how to 
critique positively as well. (Lan)   
 
We can improve our skills of making judgement when using the guidelines 
WRJLYHFRPPHQWVRQRXUIULHQG¶VZRUN'DR 
 
Following these guidelines, students could point out strengths and weaknesses 
RI WKHLUSHHU¶VZRUN, but at the same time avoid using negative or offensive 
comments. Although there were still a few apparently strong remarks, such as 
µ,GRQ¶WXQGHUVWDQGZKDW\RXPHDQ¶µ<our example is not quite appropriate¶
RU µ<RX GLGQ¶W VXPPDULVH \RXU PDLQ SRLQWV¶ PRVW FULWLFLVP VHHPHG WR EH
constructive and encouraging, as well as clear, rich and elaborate in nature. 
For each essay, students not only gave detailed feedback on vocabulary, 
grammar and sentence structures but also holistic feedback on the 
organizations, arguments, and supporting ideas, as illustrated in Table 7.5. 
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Table 7.5 Examples of students' peer feedback 
 
 
Feedback on 
the essay as a 
whole and on 
arguments or 
main ideas 
µ<RXUHVVD\LVFOHDUDQGZHOO-organised, and your hand-writing 
is EHDXWLIXO¶ 
µ,WKLQN\RXUHVVD\LVZHOO-structured. The problem is just some 
JUDPPDWLFDOPLVWDNHV¶ 
µ<RXUPDLQSRLQWVDUHHDV\WRXQGHUVWDQGDQGWKHVXSSRUWLQJ
H[DPSOHVDUHTXLWHLQWHUHVWLQJ¶ 
µ<RXULGHDVDUHLQWHUHVWLQJEXWWKHXVHRIZRUGVVHHPVQRWHDsy 
IRUPHWRXQGHUVWDQG¶ 
µ<RXUILUVWDUJXPHQWLVFOHDUDQGFRQYLQFLQJEXWWKHVHFRQG
seems to be unclear because it lacks evidence, and the last 
sentence in the conclusion is irrelevant because it opens a new 
WRSLF¶ 
µ,WKLQNWKHILUVWWZRDUJXPHQWVDUHrelatively strong, but the last 
needs more support (for example: What are the benefits of 
balancing our lives?). However, in general, this essay is quite 
FRQYLQFLQJ¶ 
µ7KLVDUJXPHQWVHHPVWREHLQYDOLG,WKLQNWKHSUHPLVHVGRQRW
support the conclusion that successful young people have to 
succeed in their career because these do not explain why they 
should have successful career. This essay is easy to understand, 
but I still feel that it is not convincing and argumentative 
HQRXJK¶ 
 µ<RXGLGLQFOXGHH[DPples to support the first and the second 
points, but there is none in the last point. Do you think it needs 
WREHH[SODLQHGPRUH"¶ 
 
 
Feedback on 
supporting 
ideas 
 µ,OLNHWKHZD\\RXH[SODLQWKHLPSRUWDQFHRIVHOI-confidence at 
school, work, and in society. However, it would be perfect if 
you explain more how self-confidence can lead to a young 
SHUVRQ¶VVXFFHVV¶ 
 µ7KLVLGHDLVJRRGEXW,WKLQN\RXVKRXOGH[SODLQWKHUHDVRQV
ZK\\RXWKLQNDVXFFHVVIXOSHUVRQKDVWREHOLNHWKDW¶ 
µ+HUHLWZRXOGEHmore convincing if you gave an example of 
KRZDVXFFHVVIXOSHUVRQRYHUFRPHVGLIILFXOWLHV¶ 
 µ+DYH\RXWKRXJKWDERXWJLYLQJDQ\HYLGHQFHWRVXSSRUWWKLV
DUJXPHQWWRPDNHLWPRUHYLYLG"¶ 
µ,WKLQNWKHVHWZRVHQWHQFHVGRQRWVXSSRUWWKHWRSLFVHQWHQFH¶ 
 
Feedback on 
vocabulary, 
grammar and 
sentence 
structure 
µ³(QMR\LQJhis OLIH´VHHPVWREHPDOH-biased. Should it be 
³HQMR\LQJtheir OLYHV´"¶ 
 µ³Helping others´LVQRWUHODWHGWR³self-confidence´,WKLQN¶ 
µ,ILQGLWKDUGWRXQGHUVWDQGWKHUHODWLRQVKLSEHWZHHQ the two 
clauses of the last sentence. What is the connection between 
³KDYLQJDFKLHYHG«JHWLW´DQG³active, optimistic and self-
confident´" 
µ,VXJJHVW\RXPDNHXVHRIFRQQHFWRUVWRPDNH\RXUHVVD\PRUH
FRKHUHQW¶ 
µ,WKLQNWKLVVKRXOGEH³among´UDWKHUWKDQ³between´ 
µ6KRXOGLWEHWKHVLPSOHSUHVHQWLQVWHDGRIWKHVLPSOHSDVWKHUH"¶ 
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Here, students effectively applied discourse strategies recommended in the 
guidelines to make their feedback constructive and simultaneously critical. 
They were able to encourage their classmates by using words or phrases 
FRPSOLPHQWLQJRQWKHVWUHQJWKVRIWKHHVVD\VXFKDVµclear¶µZHOO-RUJDQLVHG¶
µLQWHUHVWLQJ¶ µFRQYLQFLQJ¶ or µ, OLNH the way \RX«¶. They strategically 
commented on the good points before identifying what needed to be 
improved, as well as give reasons for their judgement. For example, µ<RXU
first argument is clear and convincing, but the second seems to be unclear 
because it lacks eviGHQFH«¶.  They also suggested suitable ways to improve 
the paper ± adding more evidence, explanations, or examples, and make their 
criticism more positive with these deferential phrases: µVKRXOG LW EH«¶ µ,
VXJJHVW«¶ µGR\RX WKLQN«¶ µKDYH\RX WKRXJKWDERXW«¶ µLWZRXOGEHPRUH
FRQYLQFLQJLI«¶, and so on.   
 
Most questionnaire respondents (22 out of 25) and all five focus group 
students believed that such constructive and critical feedback was very helpful 
for them. It supported them to build up necessary capacities to their present 
and future learning; perhaps the most important were the ability to make 
judgement and reflexivityZKLFKDUHDOVR WKH IRFXVRI%RXG¶V IUDPHZRUNRI
sustainable assessment.  Among its four key features, while there was less 
evidence of the first ± being sustainable and the fourth ± forming the 
becoming practitioner, the other two ± developing informed judgement and 
constructing reflexive learners ± could be strongly seen to be happening in the 
intervention.   
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7.6.2 The peer IHHGEDFNLQWHUYHQWLRQLQGHYHORSLQJµLQIRUPHGMXGJHPHQW¶DQG
FRQVWUXFWLQJµUHIOH[LYHOHDUQHUV¶ 
 
µ,QIRUPHG MXGJHPHQW¶ UHIHUV WR LQIRUPLQJ ERWK RWKHUV¶ MXGJHPHQW DQG
VWXGHQWV¶ VHOI- assessment, in which self-assessment is at the core, and 
µUHIOH[LYH OHDQHUV¶ means learners who are actively engaged in assessment, 
µSURDFWLYH¶ µJHQHUDWLYH¶ DQGDUH DEOH WR VHOI-reflect and self-regulate (Boud 
2007, 2010a). In this intervention, these features were interrelated, and 
although it was not a self-assessment task, it created a lot of a lot of spaces for 
VWXGHQWV WREH LQIRUPHGDERXWRWKHUV¶ MXGJHPHQWRQ WKHLUZRUNDQG WKURXJK
this, to self-reflect and self-assess in order to improve their learning. For most 
VWXGHQWV WKHLU SHHUV¶ IHHGEDFN KHOSHG WKHP NQRZ DERXW WKHLU VWUHQJWhs and 
recognise their weaknesses, as well as rethink and try to improve themselves:  
Because Critical Thinking LVDQHZFRXUVHWRXVVRZLWKP\IULHQG¶VDQG
OHFWXUHU¶V IHHGEDFN ZH FDQ DGMXVW RXU ZD\ RI ZULWLQJ WR EH PRUH ORJLFDO
and argumentative, so I think their feedback is very useful. (Lan)  
 
I think my friends give comments on my paper very carefully not only on 
language use, but also on the way I make arguments, and they also have 
some recommendations for us. Thanks to their comments, I realize that 
way I express my ideas makes other people difficult to understand. The 
lecturer can understand what I write, but my friends GRQ¶WVRLWKHOSVPHWR
reconsider and adjust the way I use words and express my ideas. (Long)  
 
When reading WKHLUSHHU¶VZRUN, students simultaneously learned from many 
things from it, as well as reflected upon and improved their own: 
I like this peer feedback task because it helps me learn many new things, 
VXFK DV LGHDV ZRUG XVDJH ZULWLQJ VW\OH DQG VR RQ« IURP friends and 
reflect and improve our own. (Chau) 
 
It not only helps me to learn from my friends, but when I write feedback to 
them, I also learn how to write it in a constructive, positive and objective 
way. (Duong) 
 
Clearly, the intervention provided not only grounds for the practice of giving 
and receiving peer-feedback but also good opportunities to learn: learning to 
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EH FULWLFDO DQG FRQVWUXFWLYH OHDUQLQJ IURP RWKHUV¶ MXGJHPHQW DQG MXGJLQJ
others, from both weaknesses and strengths of others, as well as learning by 
self-reflection and self- assessment. Such learning helped them to shape and 
develop their assessment abilities. As Dr. Lam put it:  
For me, peer feedback will help the students to become evaluators of 
RWKHUV¶ ZRUN, and in doing so, later on they may become their own 
evaluators of their own work. So, I believe that peer feedback is not only 
useful for their peers but also for themselves. It brings more reflection, it 
requires students to think deeper, to be more profound, and at least, it gives 
the students a very good chance to give and receive feedback from their 
peer and me so that they can improve their paper.  
 
Thus, it was obvious that when tailored and localised, this peer feedback 
intervention proved to be an appropriate and effective practice in that it 
encouraged students to think deeply, critically and reflexively and form their 
capabilities for peer assessment and self-assessment. In other words, it 
VXSSRUWHG VWXGHQWV¶ GHYHORSPHQW RI µinformed judgement¶ DQG WKH
FRQVWUXFWLRQ RI µreflexive learners¶ ZKLFK DUH WKH NH\ IHDWXUHV RI %RXG¶V
framework. However, some issues arose during the implementation process 
due to the tension between innovative practice and conventional assumptions 
in the Vietnamese teaching and learning culture.     
 
7.6.3 6WXGHQWV¶ LQWHUHVWV LQ SHHU IHHGEDFN YHUVXV WKHLU FRQFHUQV DERXW
accuracy 
 
In addition, tKH WDVN FRXOG DWWUDFW VWXGHQWV¶ LQWHUHVWV DQG HQJDJHPHQW 0RVW
students liked this activity and shared similar opinions, VXFKDV µThis task is 
YHU\ IXQ¶ µ7KHUH¶VQRWKLQJ WKDW ,GRQ¶W OLNH ,W¶VTXLWH LQWHUHVWLQJ WRPH¶ µ,
UHDOO\OLNHLWEHFDXVH, OHDUQDORW IURPLW¶ µ/RRNLQJDWKRZRWKHUVYLHZWKH
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issues from a different stance is quite interesting¶DQGVRRQ/LNHZLVH Dr. 
Lam confirmed that: 
It is fun, and I believe students are very responsive and interactive when 
WKH\UHDGWKHLUSHHUV¶SDSHUVWRJLYHIHHGEDFN,GRQ¶WWKLQNWKDWWKHUHLVDQ\
personal problem or relationship or peer pressure among the students. I 
think they are very open-minded. At the beginning of the course, I told 
them that when they took the course, it meant that we were open to giving 
and receiving critiques, and they welcome such a chance. 
 
However, they were very concerned about the accuracy of their feedback 
because it was given in English, a foreign language rather than their mother 
tongue. Around half of the students were uncertain and worried about the 
accuracy of their feedback, thus the task seemed to be challenging for them:   
,W¶V KDUG WR DVVHVV RWKHU VWXGHQWV¶ SHUIRUPDQFH ZKHQ WKH\¶UH DW WKH VDPH
OHYHODV,DPEHFDXVHRWKHUV¶PLVWDNHVFDQDOVREHP\RZQVRLW¶VKDUGWR
detect them. Also, I may not have enough knowledge and abilities to give 
comments, for example, knowledge of grammar, of particular field, lack of 
vocabulary, so I found it difficult. (Hien)  
 
, VHH VRPH YDJXH LGHDV LQ P\ IULHQG¶V ZULWLQJ EXW , GRQ¶W NQRZ KRZ WR
JLYHVXJJHVWLRQV WRPDNH WKH LGHDVFOHDUHUEHFDXVH ,¶PDIUDLG LI I change 
WKHP WKH LGHDV ZLOO EH GLIIHUHQW DQG WKH\ ZRQ¶W EH FRQQHFWHG ZLWK RWKHU
ideas in the passage. (Phung) 
 
Clearly, students encountered some difficulties when carrying out the task, yet 
at the same time, they took it seriously in thinking deeply and independently 
about how to give feedback, and seemed to be very responsible for what they 
were doing. Also, although the feedback was sometimes inaccurate, it 
encouraged deep thinking:  
We are not completely sure if we did it accurately, but at least it can show 
KRZZHWKLQNRIRWKHUV¶ZRUNV0DL 
 
Perhaps not all comments are correct but I still can learn how others think 
about my points. (Tu) 
 
7KHUHIRUH DOWKRXJK OLPLWDWLRQV LQ VWXGHQWV¶ NQRZOHGJH DQG ODQJXDJH
competence might lead to a few cases of inaccurate feedback, it did not 
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seriously affect those who receive feedback because they were able to figure 
out what was wrong about it: 
In my paper, I wrote things grammatically correct, but my friend thought 
they were wrong, so he corrected them and made WKHPZURQJEXWLW¶V2.
because I know it. (Long) 
 
My friend corrects my language use exactly, but he understands the way I 
expresses my ideas differently from me, like I want to go East and he wants 
WRJR:HVWVRRXULGHDVFDQ¶WPHHW3KXQJ 
 
However, for Dr. Lam, although the criteria have been explained clearly to the 
students before the task, this did not guarantee that all students applied them 
equally, or appropriately or accurately because it also depended on their 
language competence. Thus, inaccuracy and variation were natural and 
acceptable during the learning process. He also believed that students were 
somehow competent enough to understand and identify the mistakes, except 
for a few cases: 
7KH\FDQOHDUQIURPWKHLUIULHQGV¶PLVWDNHVEHFDuse when they say they can 
LGHQWLI\ WKH PLVWDNHV LW PHDQV WKDW WKH\« SUREDEO\ WR VRPH H[WHQW
WKH\¶UHFRPSHWHQWHQRXJKWRXQGHUVWDQGZK\WKHVHDUHPLVWDNHV+RZHYHU
WKHUH¶VDOVRRQHVLWXDWLRQ$IWHUWKHVWXGHQWVJLYHIHHGEDFNWRWKHLUSHHU,
return the SDSHUVWRWKHRULJLQDOZULWHUVDQGRQHVWXGHQWDVNHGPHµ$P,
correct in this part? Why did I receive this comment from my peer? I doubt 
WKDWWKLVFRPPHQWLVZURQJ¶7KHQ,KDYHWREHWKHPHGLDWRUDQGH[SODLQLW
to them.  
 
6LQFHVWXGHQWV¶FRQFHUQVDERXt accuracy were inevitable when they were not 
native speakers of the English language, one might argue that the focus should 
QRW EH RQ ZKHWKHU VWXGHQWV¶ IHHGEDFN LV ULJKW RU ZURQJ 7KLV might lead to 
VWXGHQWV¶IHDURIJLYLQJZURQJIHHGEDFN, and they would concentrate on trying 
to get it right. It could unintentionally shift the emphasis from other more 
important aspects of feedback ± bringing them opportunities to practise being 
more critical, independent, and autonomous in their learning ± into accuracy. 
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The fear of inaccuracy might also make them less confident in their feedback 
and more dependent on the lecturer, which could consequently create a 
WHQVLRQEHWZHHQVWXGHQWV¶DXWRQRP\DQGWKHOHFWXUHU¶VFRQWURO 
 
7.6.4 7HQVLRQEHWZHHQVWXGHQWV¶DXWRQRP\DQGWKHOHFWXUHU¶VFRQWURO 
 
The practice of peer feedback could enable students to become critical and 
autonomous learners who had WKHLURZQRSLQLRQVDQGMXGJHPHQWDERXWRWKHUV¶
works. However, Vietnamese students get used to depending on lecturers with 
a conventional assumption that lecturers are always right, and they do not 
often question or have different opinions from their lecturers. Thus, when 
applied in the Vietnamese HE context, this peer feedback task helped develop 
VWXGHQWV¶FULWLFDODQGLQGHSHQGHQWWKLQNLQJZKLFKFRXOGEHRQHRIWKHVWHSVWR
move away from the teacher-FHQWUHGWUDGLWLRQDQGEULQJDERXWPRUHVWXGHQWV¶
autonomy. As above-mentioned, the majority of students showed a lot of 
interest and appreciatioQ IRU WKHLU SHHU¶V IHHGEDFN $PRQJ WKHP VL[
questionnaire respondents and four focus-group students even preferred it to 
WKHOHFWXUHU¶V 
I feel more comfortable because my paper is assessed by my classmates, 
not by my lecturer. My friends have the same level of education, so they 
use simpler terms and easier for me to understand because sometimes, the 
lecturer uses too academic terms, and this makes us difficult to understand. 
(Ngoc) 
 
,WKLQNP\IULHQGV¶IHHGEDFNLVPRUHGHWDLOHGWKDQWKHOHFWXUHUVRPHWLmes, 
too detailed because the lecturer gives feedback to a lot of us, so he just 
focuses on the main points and give general feedback. (Ly) 
 
These beliefs might initiate not only from the facts that students were at the 
same age or level of education and tKDW WKH OHFWXUHU¶V XVH RI ZRUGV ZDV
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sometimes more difficult for them to understand or he had less time for 
detailed feedback, but also from the traditional lecturer-student power 
relations in the classroom. Accordingly, there is a conventionally formal 
relationship that creates a distance between lecturers and students; meanwhile 
students are closer to each other. Thus, these students might want to resist the 
OHFWXUHU¶VFRQWURODQGEHPRUHLQGHSHQGHQWZKLFKwas reflected through the 
fact some of them felt OHVV FRPIRUWDEOH ZLWK WKHLU OHFWXUHU¶V IHHGEDFN DQG
welcomed WKHLUSHHU¶VIHHGEDFNPRUH 
 
However, in a culture of assessment where lecturers are the only assessors in 
Vietnamese HE, such willingness to be independent and autonomous is 
considered as innovative and may clash with traditional assumptions. While 
many students were willing and trying to be autonomous, the lecturer and a 
few students, to some extent, still wanted to maintain his traditional role as 
controller. For three questionnaire respondents, the peer-IHHGEDFNWDVNZDVµD
ZDVWHRIWLPH¶EHFDXVHWKH\EHOLHYHGWKDWµDVVHVVLQJWKHVWXGHQWVLVWKHMRERI
WKH OHFWXUHU¶ 7KLV PLJKW EH EHFDXVH WKH\ JRW XVHG WR WKH IDFW WKDW RQO\ WKH
lecturer assessed, gave marks and feedback to the students. Having been 
µPRuOGHG¶ DV SDVVLYH learners for a long time, perhaps these students felt 
secure in this role and consequently refused to take a new role as active 
assessors, even when they had an opportunity to do so. In addition, the habit 
of being dependent on the lecturer could be seen when two focus group 
students needed the lecturer to be around to help them:   
We also need the lecturer to move around and give us some hints, and if we 
have any difficulty, we can ask him, of course, not to control, but to guide 
us. (Ly)     
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We need the lecturer there so that we can ask questions because sometimes, 
there are some problems in the paper that go beyond our understanding. 
(Quy) 
 
In contrast, this opinion was protested by Long that if the lecturer was there 
and gave his opinion, their feedback would be affected by it and this reduced 
their chance to work independently and be responsible for their own critiques. 
$OVRDOWKRXJK'U/DPZDQWHGWREXLOGXSVWXGHQWV¶FULWLFDODQGLQGHSHQGHQW
thinking, his willingness to control, to some extent, was shown through the 
way he influenced students when monitoring the activity and giving feedback 
to their feedback:     
, WKLQN WKH OHFWXUHU¶V UROH LV LPSRUWDQW , GR QRW OHW WKHP JLYH WKH SHHU
feedback at home because when they do it in class, I walk around to help 
them if they have any difficulties or questions, especially those related to 
how they interpret the criteria. The lecturer should be a facilitator or 
mediator in class and the evaluator of the evaluator looking at both the 
original writing and the peer feedEDFN«:LWKRXW WKH OHFWXUHU¶V UROH DV D
mediator, the peer feedback may be useless because the students may be 
GLVDSSRLQWHGRUXQVXUHDERXWWKHLUSHHU¶VIHHGEDFN 
 
 
In fact, giving students more support when acting as a facilitator in class 
could help them to construct better feedback. Yet, the lecturer seemed to 
emphasise the importance of his role in the task, and thus his influence might 
OLPLW VWXGHQWV¶ LQGHSHQGHQW WKLQNLQJ $OWKRXJK WKH OHFWXUHU DFFHSWHG
LQDFFXUDF\ DQGYDULDWLRQ LQ VWXGHQWV¶ IHHGEDFNDQG confirmed that he was a 
facilitator or mediator, he still focused more on accuracy and turned into a 
controller when giving his own feedback on students writing and acting as 
µHYDOXDWRURIWKHHYDOXDWRU¶±  JLYLQJIHHGEDFNRQVWXGHQWV¶SHHUIHHGEDFN,Q
fact, his main purpose was to offer them more help; however, it was a peer 
feedback task, thus this role of the lecturer seemed to be dominant and not 
very appropriate. Also, the more he participated in the activity, the less 
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autonomy students might have. Arguably, the lecturer should teach them to be 
better in giving feedback by encouraging them to be confident, advising them 
not to put too much emphasis on inaccuracy but consider it natural during the 
learning process, as well as leaving them more spaces to think and do the task 
independently rather than being much involved to ensure that their feedback 
was accurate.  
 
Therefore, instead of focusing on accuracy, errors, or separate parts of their 
SHHUV¶ ZRUN, students should be trained to look at it holistically. Assessing 
VWXGHQWV¶ ZRUN KROLVWLFDOO\ LV DOVR KLJKOLJKWHG LQ 6DGOHU¶V  ZRUN in 
which he uses WKHWZRWHUPVµKROLVWLFJUDGLQJ¶ DQGµDQDO\WLFJUDGLQJ¶to refer 
to µDSSUDLVLQJ VWXGHQWZRUNVDVLQWHJUDWHGHQWLWLHV¶ and µFULWHULRQ-by-criterion 
MXGJHPHQW¶, respectively  (ibid.: 48). Sadler points out weaknesses of analytic 
grading, and among them is D ODFN RI FRPSDWLELOLW\ EHWZHHQ µJOREDO
LPSUHVVLRQV¶RIWKHTXDOLW\RIVWXGHQWV¶ZRUNDQGµWKHRXWFRPHVSURGXFHGE\
conscientious implementation of tKH DQDO\WLF JUDGLQJ VFKHPH¶ LELG  
Thus, he argues that students should practise making holistic rather than 
analytic judgement. He also emphasises the need to build up VWXGHQWV¶
judgement ability similar to that of their teachers. Similarly, Boud (2009) also 
VXJJHVWV IRUPLQJ VWXGHQWV¶ FDSDFLW\ WR FKRRVH VXLWDEOH VWDQGDUGV LQ RUGHU WR
MXGJH WKHLURZQZRUNRURWKHUV¶ZRUNDSSURSULDWHO\ What Boud and Sadler 
suggest may be helpful for the teacher and students in this peer feedback 
intervention in terms of reflecting on and adjusting their practices for better 
support students to develop their ability of making judgement in future.                 
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To sum up, in spite of its limitations, the intervention definitely helped 
improve student learning in this course. However, because this is the first time 
the peer-feedback task has been implemented at the HCMU, it is necessary to 
consider some changes and conditions for future implementations.      
 
7.6.5 Adjustments and conditions for future implementations  
 
In addition to letting students have more autonomy during the peer feedback 
process, some conditions needed to be met for wider and more effective future 
implementations, especially in other programmes. For Dr. Lam, as the task 
was important to the improvement of student learning, he would continue 
doing it in the future in this honour programme because there are fewer 
students (25 in this course) and it got more support from the university 
management level than the general ones. However, if applied in the general 
ones, classes should be small, and lecturers needed to be trained, encouraged, 
and supported to implement it since peer feedback was still unfamiliar to the 
Vietnamese HE context. As Dr. Lam remarked:        
One difficulty is the size of the class. For bigger class, like 50 students, 
especially the general ones, it will be much more difficult, and we will fail 
WRDSSO\LWQRWRQO\EHFDXVHWKHFODVVLVWRRFURZGHGZHGRQ¶WKDYHWLPHWR
give comments on all these papers, but also because the variety of the 
VWXGHQWV¶ODQJXDJHDELOLW\PD\EHPXFKZLGHU7KHVHFRQGRQHLVZHKDYH
WRWUDLQOHFWXUHUV+RZHYHUDOWKRXJKZHWUDLQWKHPLWGRHVQ¶WPHDQWKDWDOO
lecturers are inspirational and motivational enough to encourage the 
students to do well in the task.  
 
Similarly, the students were not familiar with the criteria in the guidelines 
because it was the first time they did peer feedback against criteria in a 
constructive and critical way. Although they understood them clearly, they 
still encountered some difficulties when using them: 
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The lecturer explained them carefully before we did the task, so we 
XQGHUVWDQGWKHPTXLWHFOHDUO\,VHHRQHWKLQJGLIILFXOWLQWKDWµnew idea¶
but only we have enough knowledge and experience do we know if the 
idea is new, RUµcreative¶DQG,GRQ¶WNQRZKRZPXFKFUHDWLYLW\LVQHHGHG
WREHFRQVLGHUHGDVµcreative¶/DQ 
 
I understand them completely, but understanding is one thing, and 
following them is another. Of course our knowledge and experience is not 
like the lectuUHU VR VRPHWLPHV ZH GRQ¶W KDYH HQRXJK NQRZOHGJH WR JLYH
our friends good comments like our lecturers. (Quy)  
 
Therefore, most students needed more examples from the lecturer in order to 
understand how to judge a piece of writing using these criteria and more 
practice to get used to the task in order to do it better. They also suggested 
writing the essay at home to have more time to write it carefully so that their 
friends could understand it more easily and give better feedback. In addition, 
all focus group students wanted more peer dialogue as they believed it would 
be more effective to sit with the writer during the process and have further 
face-to-face discussion in order to avoid misunderstanding of his or her ideas, 
as well as ask questions and get explanations when necessary:  
%HFDXVHZHGRQ¶WPHHW IDFH-to-face, I feel I lack something when giving 
feedback. Sometimes, when I read the paper, I just want to meet the author 
face-to-face to ask if I understand his/her ideas correctly, or if it is what 
he/she wants to express so that I can give more accurate and effective 
feedback. (Phung)   
 
Essentially, some wished to have more peer assessors to get feedback from 
different perspectives so that they could receive various ideas to improve their 
work. Also, both the lecturer and students wanted more time to revise their 
paper and further discuss it with the peer assessor:     
,GRQ¶WNQRZLILW¶VSRVVLEOHEXW,¶GOLNHWZRSHRSOHJLYLQJIHHGEDFNRQRQH
piece of writing so that we can get different sources of ideas and more 
ideas to improve our work. Also sometimes, feedback from the first friend 
can be too subjective or inaccurate, so feedback from the second friend 
may help balance it. (Phung) 
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If the time allowed, I would give the students another chance to revise their 
SDSHUDQGJREDFNWRWKHSHHUHYDOXDWRUWRH[FKDQJHLGHDV7KDW¶VMXVWZKDW
,WKLQNEXW,FRXOGQ¶WDSSO\LW\HWEHFDXVHRIWLPHFRQVWUDLQW6R,WKLQNLI
ZH WHDFK ZULWLQJ LW¶OO EH PXFK EHWWHU WR JLYH WKH VWXGHQWV PRUH WLPH RU
DQRWKHUFKDQFHWRUHYLVHWKHLUSDSHUEDVHGRQWKHLUSHHU¶VDQGWKHOHFWXUHU¶V
feedback. (Dr. Lam) 
 
In brief, this peer feedback intervention was a micro example of how peer 
feedback could help improve student learning in a different context where 
assessment was traditionally exam-based and feedback were given only by 
lecturers.  I found that: 
(i) Through the practice of giving constructive and critical feedback, 
the intervention definitely provided students with opportunities to 
form capacities for peer assessment, self-reflection and self-
assessment. Essentially, deep, critical, and independent thinking 
was developed during this formation process. 
(ii) Students were interested and engaged in the tasks; however, they 
were also concerned about the accuracy of peer feedback.  
(iii) 7KHUHZDVDWHQVLRQEHWZHHQVWXGHQWV¶DXWRQRP\DQGWKHOHFWXUHU¶V
control during the feedback process.  
(iv) Although some conditions and changes should be taken into 
consideration for future implementations, this intervention proved 
to be an appropriate and helpful practice for students to improve 
their learning.  
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7.7 Conclusion 
This chapter has investigated assessment policy and practices in English and 
Sociology departments of the HCMU. The regime was exam-dominated with 
the integration of borrowed international assessment perspectives and 
practices. Assessment in English seemed to be more continuous and reformed, 
with stronger international borrowing and influences than Sociology, yet 
Sociology seemed to better prepare students with expansive graduate 
attributes that emphasised communal and collective values than English. Both 
departments encountered many constraints in the change process. Essentially, 
lecturers¶ commitment to innovation and their dissatisfaction with the 
centralised system could provide the impetus for reform. There were lessons 
to be learned from developments in the West provided these were adopted and 
contextualised for Vietnam, as illustrated in the peer feedback intervention. 
$SSO\LQJDQGDGRSWLQJ%RXG¶VIUDPHZRUNFULWLFDOO\SURYLGHVDXVHIXOWRROWR
do this. 
 
These findings also showed that although the Vietnamese lecturers applied 
borrowed international assessment methods, assessment at HCMU were 
different from MU in several ways, among them were: (i) WKH 08¶V
assessment regime was tightly controlled and driven by neoliberal policy, 
quality assurance, the NSS, yet simultaneously providing flexibility for 
applying innovative assessment methods, (ii) the IRFXV RQ WKH µVHOI¶ UDWKHU
than collective values, and (iii) the OHFWXUHUV¶ emphasis on formative 
assessment and feedback. The comparison between the UK and Vietnamese 
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FDVHV ZLOO EH GLVFXVVHG LQ FKDSWHU QLQH ,Q WKH IROORZLQJ FKDSWHU %RXG¶V
framework of sustainable assessment will be operationalised for the 
Vietnamese case.  
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8 &KDSWHUHLJKW2SHUDWLRQDOLVLQJ%RXG¶Vframework for the HCMU 
 
8.1 Introduction 
Assessment in the Vietnamese case has been characterised as a centralised 
regime dominated by exams, accompanied by initial innovation using the 
strategic borrowing of international perspectives and practices, with OHFWXUHUV¶
commitment to change, and various constraints. It was also appropriate for 
peer feedback as long as some conditions were met. These key points have 
been made in the previous chapter. In this chapter, I will consider the 
HOHPHQWV RI %RXG¶V :HVWHUn-generated framework to be found in the 
assessment practices of the Vietnamese case, especially through the 
alternative assessment methods applied by the lecturers in their own courses. 
$PRQJHLJKWHOHPHQWVLQ%RXG¶VIUDPHZRUNWKHUHVHHPVWREHQRHYLGHQce of 
students design assessments. The other seven elements can be found in the 
data, and because some elements are closely connected, they will be 
combined into five in the analysis, including: (i) engaging students and 
working with peers, (ii) integrative and authentic activities, (iii) learning and 
judgement, (iv) modelling and practice, and (v) giving and receiving feedback.  
 
,ZLOODUJXHWKDWDOWKRXJKPRVWHOHPHQWVRI%RXG¶VIUDPHZRUNZHUHSresent in 
the assessment practices of both departments, more evidence of this 
framework could be seen in the practices of English lecturers than Sociology. 
$OVR WKHVH LQWHUQDWLRQDO DVVHVVPHQW PHWKRGV ZHUH µ9LHWQDPLVHG¶ WKXV WKH\
could have different features. However, in general, assessment at these two 
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departments still showed a weak and incomplete assessment-for-LLL 
framework.     
8.2 Engaging students and working with peers 
The data showed strong evidence of most lecturers trying to engage students 
in group learning and assessment activities. In the English department, Dr. 
Mai used group presentations in her Literature course and Ms. Chi applied 
both group presentations and group mini-projects in her Translation course. 
Likewise, in Sociology, they were also applied by Dr. Hoa in Research 
Methodology and Ms. Huong in Gender Sociology; and in-class group 
H[HUFLVHVZHUHHPSOR\HGLQ0V<HQ¶VSocial Statistics.  However, although 
the lecturers and students of the two departments shared some similarities in 
their perspectives and practices in group work, there were also distinctive 
differences between them.   
 
8.2.1 Using group work to improve student learning and engagement 
 
Generally, most lecturers had similar ideas on the benefits of group work, 
especially group presentation. They believed that it helped students learn from 
peers and develop essential skills to their future lives: 
When working in groups, students can learn from each other because 
VRPHERG\¶VZHDNSRLQWVFDQEHWKHRWKHUV¶VWURQJSRints. I also want them 
to practise and improve their presentation skills and to form the skill of 
questioning, discussing, debating and convincing the audience. These are 
necessary for them in their work and lives later.  (Ms. Chi ± English)  
 
Group work has recently been emphasised in learning and assessment 
activities in both departments since the implementation of the credit system at 
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the HCMU in 2007. However, it was used more in assessment in English than 
Sociology, as Dr. Hoa (Sociology) remarked: 
For the past three years, most courses require students to do group work, 
like group presentations or group mini-projects. So this encourages 
students to learn together with their friends. They form learning groups to 
study outside the classroom, DQG VWXGHQWV ZKR GRQ¶W WDNH SDUW LQ WKRVH
groups tend to out themselves as outsiders, and we can see that very clearly 
because their marks tend to be lower than others. 
 
In addition to equipping students with necessary life skills, the lecturers also 
used group work to get students more engaged in choosing their own topics 
within the course content. For them, students would become more interested 
and may perform the tasks better if they had such autonomy: 
Each student has their own strengths and interests. So, I let them choose 
ZKDW WKH\ OLNH VR WKDW WKH\¶OO EH LQWHUHVWHG PRUH LQ WKH WDVN DQG ZKHQ
WKH\¶UHLQWHUHVWHGWKH\PD\GRLWEHWWHU$OVRWKHPLGWHUPDQGILQDOH[DPV
are obligatory topics, so with the portfolio, the students do the assignments 
at home. If they choose the topic they like, they can search for the 
documents about it on the Internet or other sources as references, and 
WKH\¶OOGRLWEHWWHU0V3KXRQJ± English)  
 
However, English lecturers seemed to be more successful in using group work 
to engage students and help them to form important capacities. For Dr. Mai, 
µVWXGHQWVUHDOO\HQMR\LWDQGWKH\DUHHDJHUWRWDNHSDUWLQWKHDFWLYLWLHV¶0RVW
English students shared similar ideas with their lecturers that they liked group 
work for these reasons: 
With group presentations, we can improve our speaking skills in public, 
OLNHLQIURQWRIWKHFODVVDQGLW¶VDELJDGYDQWDJHIRUXVLQXVLQJWKHEnglish 
ODQJXDJH,FDQ¶WDOZD\VKDYHDJRRGJURXS, but if I have a group of friends 
that I usually work with, we can work very effectively and learn from each 
other. (Kien) 
 
Group projects are interesting. There are many tasks to do, so it requires 
group members to share the tasks. For example, when we do a project, we 
need to interview, to do survey, so we need active members, and then, after 
collecting data, we need other members who are good at writing to write 
reports. So in a group, we can co-operate and help each other. (Huy) 
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Although recognizing the advantages, two students were also concerned about 
their quality when these forms of assessment were over-used. Huy said: 
I think the lecturers should discuss with each other to balance the tasks. 
Now a lot of courses require us to do group presentations or projects. When 
a lot of assessment tasks appear at the same time, like assignments, project, 
presentation, midterm, end of term exam, and so on, this makes us just do 
them to escape from them in order to do the next, so it will badly affect the 
quality of our work.  
 
In addition, three students complained about the problems that they encounter. 
For example, many students did not read the topic in advance and thus could 
not take part in the discussion, or were disengaged with the task, as mentioned 
in the previous chapter. Disagreement and debates among group members 
occasionally happened; nonetheless, most students believed these could help 
them learn and come up with new ideas. Therefore, all English students 
confirmed that group presentations were a good way for them to improve their 
oral communication skills. Similarly, their Sociology peers also recognised 
the usefulness of group work. Nonetheless, most of them were not in favour 
of group presentations due to unfairness and inaccuracy, especially when they 
ZHUH DVNHG WR PDUN WKHLU JURXS PHPEHUV¶ FRQWULEXWLRQ RU RWKHU JURXSV¶
presentations:  
WH DUH FORVH IULHQGV VR ZH GRQ¶W ZDQW WR JLYH WKHP EDG PDUNV HYHQ
WKRXJKWKH\GROLWWOHRUQRWKLQJ6RRXUPDUNLQJIRUSHHUVLVQ¶WYHU\H[DFW
(Thao) 
 
Sometimes, people just give high marks to the group with eye-catching 
SUHVHQWDWLRQVRUSUHVHQWDWLRQVWKDWFDQDWWUDFWRWKHUSHRSOH¶VDWWHQWLRQDQG
there are groups with good content, but their presentations are not attractive 
enough, they get lower marks IURPWKHLUSHHUVDQG,WKLQNLW¶VXQIDLU/DQ 
 
Instead, four students preferred doing group mini-projects; however, they 
suggested that it would be fairer if lecturers could ask each group member to 
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write about the presentation topic individually to be marked with the oral 
presentation.  
 
Thus, it seemed that the level of student engagement in group work in 
Sociology was not as great as in English. For Dr. Hoa, group presentations 
were not as effective as she had expected. Perhaps one of the reasons could be 
class sizes, as mentioned earlier. Learning language skills requires small-sized 
classes; thus, in the English department, although classes were still crowded, 
they were much smaller than Sociology. Another reason might lie in culture, 
which made the assessment of group work problematic, as Dr. Hoa explained: 
Vietnamese students, because of our culture that highlights community and 
communal protection, so students tend to accept those who do nothing into 
the group. Even though I always emphasise that all members have to 
SDUWLFLSDWH LQ JURXS DFWLYLWLHV LI VRPHERG\ GRHVQ¶W GR DQ\WKLQJ DQG WKH
JURXSGRQ¶WUHSRUWWKDWWRPH,ZRQ¶WNQRZDQGFDQ¶WFKHFNWKDW 
 
However, because of the above-mentioned values that group work brought 
about to students, these lecturers were also committed to apply those tasks in 
VSLWHRIPDQ\GLIILFXOWLHV$V0V+XRQJPDLQWDLQHGµIW¶VEHWWHUGRVRPHWKLQJ
UDWKHUWKDQQRWKLQJDWDOO¶,QDGGLWLRQWRJHWWLQJWKHVWXGHQWVengaged in group 
ZRUNWKHOHFWXUHUVZHUHDOVRWU\LQJWREXLOGXSVWXGHQWV¶DXWRQRP\, together 
with collectivity in group work.  
 
8.2.2 ,QWHJUDWLQJVWXGHQWV¶DXWRQRP\DQGFROOHFWLYLW\ 
 
Explaining the reasons for using group work, the Sociology lecturers focused 
on preparing students for being a part of a community and providing students 
with opportunities to practise working and communicating with others. Dr. 
Hoa explained:   
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As I always tell my student, we belong to a social community, so we must 
know how to interact and co-operate with other people. Of course more 
SHRSOH¶V PLQGV DUH EHWWHU WKDQ RQH  $OWKRXJK \RX¶UH DQ H[FHOOHQW
LQGLYLGXDO ZLWKRXW RWKHU SHRSOH \RX FDQ¶W VKLQH $OVR RQH RI WKH PRVW
distinctive features of sociology is to explore the relationships among 
different social communities, so group work is also a kind of practice for 
them: to work with other people, observe, interact with others, then reflect 
on themselves in order to work more effectively and to live better in a 
community. 
 
 
Here, the Sociologists and English had different emphases on what they 
ZDQWHG WKHLU VWXGHQWV WREH7KH6RFLRORJLVWV IRFXVHGRQVWXGHQWV¶DELOLW\ WR
live well in a community, which might originate from Vietnamese social 
values that highlight collectivity rather than individuality. Meanwhile, the 
English specialists focused on the autonomous individual, and tried to equip 
students with both collectivity and autonomy. Although they wanted the 
students to develop team working ability WKH\ DOVR FRQVLGHUHG VWXGHQWV¶
becoming independent and responsible learners:  
I want them to build up their collaborative skills when they discuss the 
topic together and interact with each other, and at the same time each 
member will be responsible for the part he or she presents.  (Dr. Mai) 
 
Through group work, I also want students to have autonomy in learning. 
,W¶VXSWRWKHPWRWUDQVODWHWKHWH[WVLQWKHLURZQZD\VDVORQJDVWKH\FDQ
convince the class that their translation is appropriate. I also want them 
DUJXH IRU WKHLU RZQ YLHZSRLQWV , GRQ¶W ZDQW WKHP WR DOZD\V DJUHH ZLWK
what others talk about. Inquiry is important to learning because the more 
they ask, the more they learn. And also in their life later, they must be 
themselves, have their own points of view. (Ms. Chi) 
 
$UJXDEO\ IRU WKH (QJOLVK OHFWXUHUV VWXGHQWV¶ EHLQJ FROODERUDWLYH DQG
autonomous might not be contradictory but supplementary to each other. That 
is, being independent and responsible for their own learning could support 
students to work well in a team: 
In group presentations, the students will form the presentation skills: the 
ability to speak in public, debate, and argue for their own viewpoints, as 
well as convince other people. In order to do so, they must have the ability 
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to do research, to read books, that is, self-learning. They also need to be 
responsible for their own part and have their own ideas so that they can 
PDNHJRRGFRQWULEXWLRQWRWKHLUJURXS¶VZRUN0V&KL± English) 
 
8.2.3 Tension between traditional and modern lecturer ± student power 
relations  
 
In the English department, due to international influences, there were 
concerns about whether traditional power relations between lecturer and 
student in which lecturers acted as controllers should be maintained. Dr. Mai 
remarked: 
I feel difficult sometimes because in Western culture, if the lecturers act as 
FRQWUROOHUVLW¶VQRWJRRGEXWLQ9LHWQDPLIZHOHWWKHVWXGHQWVKDYHDORWRI
freedom, they may not learn anything because students who work hard may 
IHHOWKDWWKH\ZRUNKDUGIRUQRWKLQJVRWKH\GRQ¶WZDQWWRVWXG\DQ\PRUH
WKHQLW¶OOKDYHDUHYHUVHDQGQHJDWLYHHIIHFW 
 
For this reason, in the group presentation sessions, Dr. Mai asked questions to 
check if the students listened and understood WKHLUSHHUV¶SUHVHQWDWLRQs. She 
believed this might be helpful for their learning. She explained that:        
My questions after each group presentation seem to be dominant, but if I 
GLGQ¶WGRVRQRWPDQ\VWXGHQWVZRXOGOLVWHQWRWKHSUHVHQWDWLRQVWKH\may 
do or think about something else. Also, most Vietnamese students have the 
KDELW RI OHDUQLQJ RQO\ ZKDW WKH\ DUH WDXJKW DQG LI \RX GRQ¶W SXVK WKHP
WKH\ ZRQ¶W OHDUQ DQG WKHJRRG VWXGHQWV DUH JRRG EXW WKH RWKHUV DUH VWLOO
bad, so they need to be pushed WROHDUQ,IZHGLGQ¶WGRVRWKH\ZRXOGQ¶W
have basic knowledge and skills when they graduate. 
 
2EYLRXVO\ WKLV ZLOOLQJQHVV WR FRQWURO DQG µIRUFH¶ VWXGHQWV WR OHDUQ GLG QRW
VHHP WR RULJLQDWH IURP WKH OHFWXUHU¶V GHVLUH WR H[HUFLVH KHU SRZHU RYHU
students, EXWIURPKHUZRUULHVDQGFRQFHUQVDERXWVWXGHQWV¶IXWXUH+RZHYHU
0V &KL¶V SHUVSHFWLYH RQ WHDFKHU-student power relations seemed to be less 
dominant in that she did not attempt to control the students: 
When students present their translation pieces, I want them to talk about 
ZKDW WKH\ WKLQN ILUVW WKHQ ,¶P MXVW WKH ILQDO SHUVRQZKR VXPPDULVHV DQG
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suggests what they need to improve. I just want to be the facilitator to help 
them in their learning, not the controller.      
 
 
This seemed to be influenced by international student-centred perspectives 
and a move away from Vietnamese teacher-centred pedagogy in which the 
teacher controlled the class, students did what the teacher said, as well as 
challenging the traditional assumption that teachers were always correct. The 
most important goal, to lecturers in the English department, was to get 
students engaged in these tasks, and using assessment tasks as learning tasks 
in order to improve student learning and help them develop necessary abilities 
for their future life: searching, synthesising information, team working, and 
taking responsibility for what they did.  
 
In brief, lecturers and students in both departments shared some similarities 
and differences about the perspective and practices of group work to learn and 
form LLL capacities. However, it seemed that English lecturers gained more 
success in engaging students in the activities than their Sociology colleagues 
due to smaller class sizes and more experience and influences of international 
perspectives and practices. This could help explain why English students were 
more interested in group presentations than Sociology students. The next 
VHFWLRQZLOOGLVFXVVRWKHUHOHPHQWVRI%RXG¶VIUDPHZRUNLQRUGHUWRILQGRXW
the answer to the question: To what extent were the assessment activities at 
the two departments integrative and authentic?  
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8.3 Integrative and authentic activities 
In terms of integrative activities, most lecturers believed that their assessment 
tasks were closely linked with each other and with their course objectives. 
However, they were not sure if and how these tasks were related to the whole 
programme outcomes because these outcomes had just been built recently and 
ZHUHVWLOOEHLQJDGMXVWHG$V'U.LP WKH8QLYHUVLW\¶V+HDGRI$VVHVVPHQW
remarked: 
Our university has required all departments to establish and announce 
expected learning outcomes, but I think the University needs to reconsider 
DQGDGMXVWWKHP7KH\¶UHUHTXLUHGWRPDSRXWDPDWUL[JXLGHGE\WKH$VLDQ
University Network Quality Assurance (AUN QA) to show the link 
between their courses, and these expected learning outcomes, like the 
foundation and core courses and which learning outcomes they aim at, how 
they are related to these learning outcomes, but so far, no department has 
done it. Instead, they just describe the expected learning outcomes. So I 
wonder on what basis they have decided the courses in their programmes, 
but not on those expected learning outcomes, so these are their initial 
efforts and still need a lot of revision. 
 
7KXV WKH FRQQHFWLRQEHWZHHQ WKH OHFWXUHUV¶ DVVHVVPHQW WDVNV DQG WKHZKROH
programme outcomes were still vague. The next section will discuss issues of 
authenticity and employability. 
 
8.3.1 Authentic activities for employability in the English department 
 
Both departments were trying to develop their curriculum and assessment 
tasks to be more real-life oriented; however, English seemed to do it better 
than Sociology. The data from English and Sociology Student Survey Reports 
in the first semester of the academic year 2009±2010 show that the level of 
authenticity of course contents in the English department was much higher 
than Sociology. English students in the survey rated 52.5% very good and 
29% good for the authenticity of course contents (HCMU's English 
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Department 2010b), whereas in Sociology 33.9% very good and 29.2% good, 
respectively (HCMU's Sociology Department 2010b). 
 
The English department has made important changes in its curriculum. 
Previously, there was only one major in the department ± English Linguistics 
and Literature; however, when transferring to the credit system in 2007, the 
curriculum was divided into three majors ± Culture and Literature; 
Translation and Interpretation; and Linguistics and Language Teaching ± 
with interrelated and transferable knowledge and skills and more 
employment-oriented goals in order to respond to the requirements of the 
labour market:  
Our graduates can do jobs related to translation±interpretation, teaching 
English or jobs related to communicating with foreigners. We will make 
some changes because when they go to work, after a while, some of them 
may feel that their majors may not suitable for their jobs. So, in addition to 
Core courses for each major, all students take General courses ± language 
skills and then Foundation courses, like Teaching Methodology, 
Translation Strategies, and so on. They provide the students with basic 
transferable knowledge and skills to do other jobs different from their own 
major. (Dr. Mai) 
 
Essentially, all English lecturers showed strong commitment to equip students 
with authentic knowledge and skills for employability. Ms. Phuong states 
that: 
Because learning is for employment later after graduation; therefore, 
students should be equipped with not only the knowledge, but also other 
skills for their future jobs. These skills include: searching for, organizing, 
analysing the information and so on. These are necessary for the students 
after graduation.  In general, they are to prepare the students for life outside 
the university. Studying at the university is only one small part of a 
SHUVRQ¶VOLIH 
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With this strongly employment-focused perspective, these lecturers tried to 
make the teaching, learning, and assessment activities more authentic. For 
example, Ms Chi was committed to preparing students for their work life after 
university by using employment-oriented assessment tasks for students to 
practice and develop their translation and interpretation skills. In one session 
of her Interpretation course, she invited an international lecturer to talk to the 
class, and students interpreted what he was saying. For her, students need to 
practise as real interpreters in real life situations, and this was appreciated by 
her students: 
The students like it a lot because they say that they can listen to a foreigner 
and interpret directly, not through a video, so they can form a very quick 
LQWHUSUHWDWLRQUHDFWLRQ:LWKDYLGHR LI WKH\FDQ¶WFDWFKXSZLWKZKDW WKH
people say in the video, the lecturer can rewind it, RWKHUZLVH WKH\ FDQ¶W
interpret it. However, with a foreigner in the classroom, they have to 
concentrate on what that person says, because he/she just says it once, 
without repeating it. So, this helps students improve memorization and 
concentration, two very important skills for interpretation. 
 
In the group mini-project of her Translation course, students were required to 
translate online articles from the BBC, VOA or Vietnam news. Her purpose 
was for students to get used to business terms, which helped prepare them for 
their future jobs. What she did initiated from her own experience as a student, 
as she explained:  
,GRQ¶WZDQWP\VWXGHQWVWRVWDUW OHDUQLQJIURPWKHEHJLQQLQJDJDLQZKHQ
they go to work like myself previously. If they just translated stories or 
OLWHUDU\ ZRUNV WKH\ ZRXOGQ¶W EH HTXLSSHG ZLWK HQRXJK NQRZOHGJH DQG
skills for their jobs later. For example, if they are asked to translate a 
FRQWUDFWRUDUWLFOHVRQWKHJOREDOHFRQRP\DQGVRRQWKHQWKH\GRQ¶WNQRZ
KRZ WR WUDQVODWH WKHP 7KDW¶V Zhy I choose update articles with topics 
related to their future jobs because I want to prepare them for these jobs, 
and this will reduce their time on learning and adjusting themselves to be 
able to do the jobs. Instead they can spend time on learning other skills 
necessary for their jobs as well.     
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Three other lecturers in the interviews also shared similar opinions with Ms. 
Chi. When teaching Academic Writing, Dr. Lam and Ms. Phuong asked the 
students to write about what happened around them, such as student life, 
culture, jobs, environment and so on in their writing assignments or 
portfolios. Mr Minh also did the same thing with translation and writing 
practice exercises.  
 
Most English students agreed that assessment tasks help them to prepare for 
their future employment. Many had part time jobs related to using the English 
language while they were still studying. Three in the focus group were 
working ± one as an English teacher for a foreign language centre and the 
other two for foreign companies. They confirmed that the knowledge and 
skills they learned are helpful for them at work; however, the curriculum was 
more beneficial for those who do jobs related to language or teaching, and 
thus needed to be adjusted:  
We study a lot of Linguistics. If we do jobs like teaching, interpretation, or 
translation, it is very helpful. However, if we work for a company and do 
jobs related to business, we are just better than others in language because 
we lack these kinds of knowledge and skills about business 
communication. So, we should integrate other specialisations into our 
courses, like English for Tourism, Business English, and so on. Now we 
just have Introductory Courses, so we need more courses that go further 
into these majors because I think they are useful for our jobs later. (Ly) 
 
For most students, the level of authenticity might depend on not only the 
OHFWXUHU¶VFKRLFHRIOHDUQLQJDQGDVVHVVPHQWDFWLYLWLHVEXWDOVRWKHIHDWXUHVRI
the course. Some courses were about theoretical issues without real-life 
applications:  
I think some courses should be dropped from the curriculum. For example, 
in Functional Grammar, we learn about different grammatical approaches, 
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EXW ZH GRQ¶W NQRZ ZKDW WKH\ DUH IRU EHFDXVH ZKHQ ZH JR WR work, we 
GRQ¶WXVHVXFKNQRZOHGJH. (Kim) 
 
 
However, two English lecturers argued that although the knowledge could not 
be applied in their future jobs, these courses are very important for language 
students to reach a proficiency level, even though the job market did not 
require that much: 
Although these courses are theoretical, they are about linguistics, so they 
cannot be dropped out of the curriculum. Language students need to learn 
them in order to understand how the language is structured and formed in 
order to be competent language users. Our students are required to read 
documents and books at a high level of language proficiency, but now most 
employers in Vietnam just require first communications skills. (Mr. Minh) 
 
 
8.3.2 More focus on social research in Sociology  
 
Meanwhile, in Sociology, there seemed to be less change in the curriculum, 
H[FHSWIRUOHFWXUHUV¶DWWHPSWVWRFRQQHFWZKDWWKH\WDXJKWDQGDVVHVVHGWRWKH
real world. Similar to their English colleagues, most Sociology lecturers gave 
students assessment tasks about analysing or solving social problems, or 
doing a mini social research project on social issues, such as gender equity in 
the Vietnamese society, family problems, social crimes, rural or urban lives, 
and so on. However, the evidence of how these lecturers prepared students for 
future jobs seemed to be less strong. This could be because the Sociology 
curriculum strongly focused on social research, as stated in the key learning 
RXWFRPHV µ6RFLRORJ\ JUDGXDWHV ZLOO SRVVHVV JHQHUDO DQG VSHFLDOL]HG
knowledge of Sociology and social research skills in order to do research or to 
GHDOZLWKLVVXHVLQHFRQRPLFVSROLWLFVVRFLHW\FXOWXUHDQGQDWLRQDOVHFXULW\¶
(Sociology 2009: 19). This focus might reduce VWXGHQWV¶ HPSOR\PHQW
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opportunities since there were not many research-related jobs in the market. 
As Dr. Hung (Dean) remarked:  
Not many students can get suitable jobs for their major because with social 
sciences and humanities subjects, graduates can do various jobs; however, 
most jobs related to sociology focus on recruiting postgraduates, so 
undergraduate students need to take further education. 
 
Apart from the ability to do research, for Ms Huong, students were equipped 
too general knowledge and skills for a specific job, consequently employers 
usually have to retrain the graduates if they are recruited. Also, the level of 
authenticity in many courses was still low: 
Many courses in our curriculum still have limitations in applying what they 
OHDUQ LQ UHDO OLIH 7KH\ ODFN UHDO OLIH DSSOLFDWLRQ VR LW¶V GLIILFXOW IRU WKH
VWXGHQWV WR YLVXDOL]H KRZ WKH\¶UH JRLQJ WR DSSO\ WKH NQRZOHGJH RI WKHVH
courses in real life situations.  Each course has its own values and meaning, 
but their authenticity or real-OLIHDSSOLFDWLRQLVQ¶WKLJK0V<HQ 
 
All these things above could explain why the rate of employed graduates in 
Sociology was much lower than in English: from their Graduate Survey, 
100% English graduates had jobs within one year after graduation, whereas it 
ZDVRQO\LQ6RFLRORJ\DV VKRZQ LQ WKHVHGHSDUWPHQWV¶6HOI-evaluation 
Report in 2009 +&08¶V6RFLRORJ\+&08¶V(QJOLVK. Perhaps 
it is also necessary to consider the influence of the job market: There were 
many more jobs for English than Sociology graduates. However, most 
Sociology students were quite content with the authenticity of assessment 
tasks in presentations and mini-projects, UHPDUNLQJWKDWµPRVWRIWKHWRSLFVRI
these tasks are about what is happening in society because we are required to 
analyse real-OLIHVRFLDOLVVXHVDQGVROYHVRFLDOSUREOHPV¶2QWKHRWKHUKDQG
they complained that the mid-term and final exams of many courses mainly 
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required them to analyse concepts and theories, which needed to be adjusted 
to have more connections with real-life social issues.   
 
 
To sum up, for most lecturers, their assessment tasks seemed to be integrative 
within the courses they are teaching, but there was no evidence if they are 
integrative with the whole programme. In terms of authentic assessment, both 
departments were trying to use assessment tasks that were related not only to 
work but also to different real life activities. However, the English department 
focused more on tasks that helped prepare students for work, whereas the 
Sociology department put more emphasis on solving real life social matters. 
7KH QH[W VHFWLRQ ZLOO H[SORUH WR ZKDW H[WHQW DQRWKHU HOHPHQW RI %RXG¶V
framework ± learning and judgement ± is present in the assessment 
perspectives and practices in these two departments.    
8.4 Learning and judgement 
Improving student learning was a focus in both departments, and it was 
UHIOHFWHG WKURXJK WKH OHFWXUHUV¶ GLIIHUHQW DVsessment tasks. In this element, 
English and Sociology lecturers shared more similarities than differences in 
the capacities that they hoped students would develop. 
 
8.4.1 Examinations and student learning  
 
Most lecturers had similar opinions on the values of exams that they were not 
only to test students to get grades for qualifications but also to support student 
learning. According to Mr. Minh, exams were helpful to students because: 
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Exams have its own benefits in that through reviewing the lessons for the 
H[DPVVWXGHQWVFDQUHIOHFWRQZKDW WKH\XQGHUVWDQGRUGRQ¶WVRWKDW WKH\
can have the background for new related courses. Also, it is a good way to 
train students work under pressure because they need to answer the 
questions in only 60 or 90 minutes. This may help them to deal with 
pressure and challenges later in their life.  
 
Ms Huong remarked that open book exams required students to write short 
essays helped them build up the abilities to organize, analyse, and argue about 
an issue  concisely in a short period of time.  In addition, they helped avoid 
problems of other assessment methods VXFKDV VWXGHQWVEHLQJ µSDUDVLWHV¶ LQ
group work. Similar opinions about the necessity of exams were found in 
most English students. They did not like the pressure and stress of exams and 
preferred other forms of assessment; yet they believed exams were necessary 
for them to revise what they had learned in the course:    
I like to have one presentation and one exam in a course. The presentation 
LVIRUXVWROHDUQWKHNQRZOHGJHEH\RQGZKDW¶VLQWKHWH[WERRNVDQGH[DP
is to assess what we learn and understand from the textbooks, so it should 
EH WKHILQDOH[DPIRUXV WRUHYLHZZKDWZH¶YH OHDUQHG LQ WKHFRXUVH7KH
presentation is to assess our skills and exam is to assess our knowledge. 
However, the percentage of the final exam should be 30-40% instead of 
70% to reduce pressure. (Ly) 
 
Sociology students had similar ideas, adding that exams helped train them to 
be better in time management because they had to think and write in a very 
short time. However, most of them preferred open book exams because they 
believed the questions helped them to synthesise what they had learned in a 
logical way.    
 
These could explain why exams were still dominated in most courses in both 
departments. It might not be just because of the traditional summative exam-
based discourse having existed in Vietnamese HE for many years and the 
university assessment regulations, but also because of the values that exams 
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could instill. Especially in the present changing HE context when alternative 
assessment methods seemed to be new, optional, and without any policy 
guidelines by the MOET or the university registry, exams might be 
considered as a good way to maintain quality and standards, and 
simultaneously to make students learn. Dr. Kim showed her concerns that the 
quality might be decreased due to the abolition of the graduation exam:  
Since this year, the university has abolished the graduation exam because 
of applying the credit system. Accordingly, when students accumulate 
HQRXJKFUHGLWVWKH\¶OOJUDGXDWH+RZHYHULW¶VDOVRRQHWKLQJ,ZRQGHUDV
+HDG RI $VVHVVPHQW DERXW WKH TXDOLW\ ,I ZH FDQ¶W FRQWURO WKH TXDOLW\
during the process of marking students in all the courses within four years, 
then we will make the programme too easy and less challenging for the 
VWXGHQWVWRJHWDQGWKH\GRQ¶WZRUNKDUGHQRXJK&RQVHTXHQWO\LQVWHDGRI
LPSURYLQJWKHTXDOLW\WKHUH¶VDULVNWRGHFUHDVHWKHTXDOLW\ 
 
Dr. Mai in English shared similar opinions. For her, the graduation exam 
µVKRXOGEHPDLQWDLQHG WR VHUYH DV WKH ILQDO VWDJH IRU WKH VWXGHQWV DW OHDVW WR
UHYLHZZKDWWKH\KDYHDOUHDG\OHDUQHG¶$OVRLWZDVWKHRQO\H[DPWKDWZDV
double marked; thus it seemed to be fairer to the student and could avoid 
subjectivity and variation in marking. For these reasons, she protested 
abolishing it. She was worried that the quality would be affected if there were 
fewer challenges for students: 
Many Vietnamese students seem not to have enough self-awareness to be 
responsible for their own learning, so they just study to get a pass; they 
ZRQ¶WZRUNKDUGHQRXJK6RPHSHRSOHPD\GLVDJUHHZLWKPHVD\LQJWKDW,
GRQ¶W WUXVW WKH \RXQJ JHQHUDWLRQ EXW IRU PH ZH VKRXOGQ¶W GLVPDQWOH DOO
barriers for the students. If we dismantle one, we should have another, 
although less hard, but challenging enough for them to make them learn by 
overcoming those challenges. The graduation exam can be less tough and 
VKRXOGQ¶W EH WKH RQO\ GHFLVLYH IDFWRU IRU WKH VWXGHQWV¶ IXWXUH EXW LW¶V
necessary for them at least to self-reflect and review their knowledge and 
skills and possibly improve their learning. 
 
For both lecturers and students, exams at least to some extent could support 
learning. Nonetheless, there were many other important abilities and skills 
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that exams could not help students to develop, and thus other methods of 
assessment were applied for this purpose.   
 
8.4.2 'HYHORSLQJVWXGHQWV¶DELOLWLHVWKURXJKRWKHUDVVHVVPHQWPHWKRGV 
 
Most English and Sociology lecturers were committed to using assessment 
tasks to improve student learning and had similar opinions about the skills 
they wanted students to develop. Through group work, they hoped to equip 
students with the ability to search, analyse, synthesise information, as well as 
the ability to work collaboratively and responsibly, and to make a presentation 
in public. In other assessment tasks, such as essay writing, portfolios, mini-
projects, they focused on IRUPLQJVWXGHQWV¶DELOLWLHV WRRUJDQLVHDQGDQDO\VH
their ideas, make persuasive arguments, as well as the habit of thinking deeply 
and good reasoning.  
 
Because of the differences in subject disciplines, each department expected 
their students to possess different skills although they shared some similar 
skills and abilities7KH(QJOLVKOHFWXUHUVDLPHGDWGHYHORSLQJVWXGHQWV¶DELOLW\
to be competent users of the English language. As Dr. Lam remarked:  
Through assessment, we hope that, to some extent, we help students 
develop their thinking and reasoning. We really want them to be very 
competent, very professional in using the language in communication 
because we think that is a very necessary skill for them later on. The 
majority of students, in our experience, are not taught to think in a deeper 
way. This may be one of the weaknesses for their life. So, when they learn 
Critical Thinking, later on, they will use critical skills in life for learning or 
working.   
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)RU WKH 6RFLRORJLVWV LQ DGGLWLRQ WR DVVHVVLQJ VWXGHQWV¶ DELOLWLHV WR RUJDQL]H
DQGDQDO\VHWKHLULGHDVWKH\DOVRIRFXVHGRQLPSURYLQJVWXGHQWV¶DELOLWLHVWR
write a scientific report on social research using social statistics:  
With research methods, I mark the ability the students apply the research 
PHWKRGVWKDWWKH\¶YHOHDUQHGLQGRLQJWKHSURMHFWDQGWKHDELOLW\WRZULWHD
scientific report on social research. Students should be able to distinguish 
the differences between writing a scientific report with other types of 
writing.  I also expect them to know how to use statistics to write a report, 
DQGWKDW¶VZKDW,XVXDOO\HPSKDVLVHZLWKWKHP:LWKRWKHUFRXUVHVEHFDXVH
RXU PDMRU LV VRFLRORJ\ VR , DVVHVV WKH VWXGHQWV¶ DELOLW\ WR XVH WKH VRFLDO
approaches to explain or analyse a social issue or problem. So, it depends 
RQHDFKFRXUVHWKDWZHDVVHVVVWXGHQWV¶GLIIHUHQWDELOLWLHV'U+RD 
 
However, critical thinking seemed to be weak. Among ten lecturers in the two 
departments, only Dr. Lam aimed at equipping students with critical thinking 
skills because he was teaching a Critical Thinking course for students of the 
honour programme. Also, many µsoft skills¶, such as negotiation, problem-
solving, leadership skills, decision making, and so on, were not integrated into 
the courses. Thus most students were not equipped with them except those in 
the honours programme. As Dr. Mai explained: 
Many soft skills are very necessary for students; however, it¶VGLIILFXOW WR
find specialists outside the university to teach these skills.  In order to 
invite them to teach here, we need to offer them good pay, but our 
GHSDUWPHQW FDQ¶W DIIRUG WKDW IRU DOO WKH VWXGHQWV :H FDQ RQO\ GR VR IRU
students of the honour programmes because of fundings from the 
government for them. 
 
&RQVHTXHQWO\(QJOLVKVWXGHQWVVDLGµ:HDUHQRWWDXJKWWKHVHVNLOOV¶µZH¶YH
MXVWNQRZQDERXW WKHP UHFHQWO\ZKHQZH WRRN WKHDSSUHQWLFHVKLS¶ DQG µZH
KDYHWROHDUQWKHPE\RXUVHOYHV¶7KHVDPHstory about µsoft skills¶ was also 
found in Sociology. Although some abilities and skills were neglected, both 
Sociology and English departments were keen on EXLOGLQJXSVWXGHQWV¶DELOLW\
of self-learning, which was to them a necessary but difficult task to do. 
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8.4.3 'HYHORSLQJVWXGHQWV¶DXWRQRP\LQWKHLUOHDUQLQJ 
 
For the lecturersVWXGHQWVQHHGHGWREHHTXLSSHGZLWKERWKµWKLFN¶DQGµWKLQ¶
autonomy by learning how to learn so that they could direct not only their 
present but also future learning, as well as what they want to do and how they 
want their life to be in the future: 
Many students do not know how to learn and what to do. They seem to be 
aimless, so we need help them by showing them a way out, that is, learn 
how to learn. (Mr. Tan) 
 
, WKLQN LW¶V LPSRVVLEOH WR H[SHFW VWXGHQWV WR KDYH DOO QHFHVVDU\ VNLOOV IRU
their future jobs, but I want the students to be independent, can self- learn. 
For example, they should know how to search for information, arrange the 
information, use supporting sources, like books, the Internet, and so on. 
They should also need to learn from other people, like their friends, 
classmates or co-workers. (Ms. Phuong)    
 
Bearing that in mind, they tried to guide their students on how to learn, for 
example, how to search and select information, how to read books and 
materials effectively, or by giving them exercises to form self-learning habits: 
 I give them the audio clip as homework, they have to do it, and this has a 
large self-learning potentiality because if they like the clip, they can do like 
what I did: search for other clips and try to translate these by themselves.  
This helps them to form a habit of self-learning. (Ms. Chi) 
 
Most English and Sociology students also tried to learn beyond what they 
were taught in the course:  
I usually learn other things outside the courses by myself. For example, 
things I encounter in daily life when I work part time, but not self-learn 
ZKDWZH¶YHDOUHDG\OHDUQHGIURPWKHWH[WERRNV.LHQ±English) 
 
I usually try to understand the main points in class, and at home, if I have 
WLPH,¶OOUHYLHZWKHOHVVRQ2ULI,JRWRWKHOLEUDU\DQGVHHDJRRGERRNRQ
WKHWRSLFV,OLNH,¶OOUHDGLW/DQ± Sociology)  
 
+RZHYHU LW ZDV QRW HDV\ WR GHYHORS VWXGHQWV¶ DXWRQRP\ 7UDGLWLRQDOO\
students were dependent on the lecturer and learned what was taught. While 
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some students were active and independent, and able to self-direct, many of 
them did not have the habit of searching for and doing more readings or being 
responsible for their own learning. As Dr. Lam explained: 
0DQ\VWXGHQWVGRQ¶WKDYHPRWLYDWLRQIRUOHDUQLQJ7KH\MXVWZDQWDSDVVLQJ
JUDGH7KHUHIRUHWKHUH¶VDWHQGHQF\WKDWWKHVWXGHQWVWKLQNµ2.,MXVWZDQW
DQDYHUDJH,GRQ¶WZDQWWRFDUHPRUHDERXWLW¶7KLVDWWLWXGHZLOODIIHFWthe 
ZD\WKHVWXGHQWVOHDUQ,IWKH\GRQ¶WFDUHWKH\DOVRGRQ¶WZDQWWROHDUQE\
themselves. 
 
Similarly, most English students admitted that many of them were lazy and 
did not want to learn: 
Many of my friends now think they just need a degree when studying at the 
university, and they will equip knowledge and skills by themselves later 
RQ6RZKHQJUDGXDWHIURPWKHXQLYHUVLW\WKH\GRQ¶WNQRZPXFKEHFDXVH
there are a lot of knowledge and skillVWDXJKWDWVFKRROWKDWWKH\GRQ¶WSD\
attention to. Sometimes, they go to class just to be there or to check 
DWWHQGDQFHDQGWKH\GRQ¶WFDUHKRZWKHOHFWXUHUVWHDFKRUGRQ¶WFDUHDERXW
self- learning. They just need to take the exam. (Phuong) 
 
The Sociology department also encountered similar problems. However, it 
VHHPHGWREHPRUHGLIILFXOWIRUWKHPEHFDXVHOHDUQLQJUHVRXUFHVDQGVWXGHQWV¶
English ability were limited. These problems made it difficult to develop 
VWXGHQWV¶DXWRQRP\LQWKHLUOHDUQLQJ. However, students in both departments 
seemed to appreciate the skills and abilities that they acquired through 
learning and assessment activities. For English students, after nearly four 
years of studying, they would become competent in using English in both 
spoken and written communications, as well as working in a team. Three 
students working part time confirmed that they felt confident in using English 
at work. According to Huy, µJUDGXDWHV IURPRXUGHSDUWPHQW DUH DOVRKLJKO\
evaluated in terms of language competence. Within four years, the most 
LPSRUWDQWVNLOO,OHDUQKHUHLVOHDUQLQJKRZWROHDUQ¶)RU6RFLRORJ\VWXGHQWV
WKHDVVHVVPHQWDQGOHDUQLQJDFWLYLWLHVKHOSHGWKHPµNQRZKRZWRDQDO\VHDQG
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deal with social problems, have clear directions and find out better solutions 
IRU WKHLURZQSUREOHPV¶ DQG WKH\ µEHFRPHPRUH HPSKDWLF ZKHQ ORRNLQJDW
problems, and very quick in recognising and solving problems than many 
RWKHUSHRSOH¶ 
 
8.4.4 Peer assessment and self-assessment 
 
The data showed that there was no self-assessment task and peer assessment 
was applied only in a few courses without guidelines. For example, in group 
SUHVHQWDWLRQV RI 'U 0DL¶V Literature course, students were asked to give 
IHHGEDFN WR RWKHU JURXSV¶ SUHVHQWDWLRQV ,Q 6RFLRORJ\ some courses also 
UHTXLUHGWKHPWRPDUNWKHLUSHHUV¶SUHVHQWDWLRQV RUSHHUV¶contributions to the 
group. Dr. Mai was cautious in applying peer assessment: 
,MXVWOHWWKHVWXGHQWVJLYHIHHGEDFNRQWKHLUSHHUV¶SDSHUVRUSHUIRUPDQFH
so that they can learn from their friends and reflect and improve their own 
learning when doing so. However, sometimes, the students give wrong or 
XQUHOLDEOH IHHGEDFN EHFDXVH WKHLU XQGHUVWDQGLQJ LV OLPLWHG 7KDW¶V ZK\ ,
GRQ¶WJLYHWKHPPDUNVRQWKHLUSHHUIHHGEDFNDQGWKHSHHUIHHGEack is just 
an activity for the students to practice assessing others to build up their 
ability of judgement.  
 
As self-assessment and peer assessment were still unfamiliar in Vietnamese 
HE, all lecturers in both departments had similar opinions that they can be 
applied, but students need to be trained to do so.  
 
To sum up, both departments seemed to use their learning and assessment 
activities to prepare the students for some LLL capacities. However, critical 
thinking, ability to make judgement, and the formation of many µsoft skills¶ 
seemed to be weak, and thus the two departments needed to find ways to help 
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students develop them. The next section will be about Modelling and 
Practice. 
8.5 Modelling and Practice 
In this element, the English department tended to be better than Sociology 
because due to the features of foreign language learning, students were 
provided with articles and documents as exemplars, and frequently practise 
how to use tKH ODQJXDJH DV LQ 0V &KL¶V 7UDQVODWLRQ DQG ,QWHUSUHWDWLRQ
FRXUVHV RU 'U /DP¶V DQG 0V 3KXRQJ¶V ZULWLQJ FRXUVHV $OVR WKH\ FRXOG
read more from online resources: 
Before students are asked write one type of essays, they have exemplars of 
essays to analyse. And they can read a lot of them on the Internet. (Dr. Lam 
 
There are many English texts and videos on the Internet for the students to 
download in order to practise translation or interpretation. So they can learn 
from these rich online resources. (Ms. Chi) 
 
In addition, nearly half of English courses were about language study in 
which students studied the four language skills: Listening, Speaking, Reading, 
and Writing. Thus, they have experienced many modelling activities on how 
native speakers use the language, as well as had a lot of opportunities to 
practise using it themselves. Although Sociology students were also provided 
with articles to read in their courses, these materials were still limited, and 
they had fewer opportunities for professional practice. Most Sociology 
lecturers remarked that in some courses there were fewer documents in 
Vietnamese, but more in English. However, most Sociology students could 
not read and understand these English documents:  
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I have introduced some web pages to them so that they can do more 
UHDGLQJV+RZHYHUPRVWVWXGHQWV¶(QJOLVKDELOLWLHVDUHOLPLWHGVRWKH\FDQ
RQO\UHDG9LHWQDPHVHPDWHULDOV7KDW¶VLQVXIILFLHQW7KH\DOVRQHHGWRUHDG
in English because there are many new and updated English materials on 
these websites. (Mr. Tan)   
 
Thus, it could be concluded that the English students had more opportunities 
and better conditions in terms of modelling and practices than their Sociology 
peers. The next section will explore the presence of the final element of 
%RXG¶VIUDPHZRUN± giving and receiving feedback ± in the two departments. 
8.6 Giving and receiving feedback 
Giving and receiving feedback tended to be weak in both departments; 
however, English students received more feedback than Sociology. Sociology 
students mainly received feedback on group presentations; meanwhile their 
English peers got feedback for their writing assignments and portfolios, or 
immediate in-class feedback after their performance, such as in group 
presentations, translation and interpretation activities, and other courses. As 
Mr Minh stated:  
I give the students many practice exercises. With these exercises, students 
come and write their translated version on the board, and then we give 
feedback RQ WKDW ,GRQ¶WJLYH WKHPPDUNV:HDQDO\VH WKHXVHRIZRUGV
grammar, style, the focus and things related to it, and give comments.  
 
Students in both departments only had more opportunities to obtain feedback 
in class. They did not have much feedback outside the classroom because 
these lecturers did not have office hours to meet students face-to-face for 
feedback and were not paid for that.  Also, they were too busy teaching many 
courses; thus it was difficult to meet students outside the classroom, and they 
were not supported to do so:  
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Actually, giving feedback to students can be a very tiring and boring job. 
:H KDYH WR UHDG D ORW RI SDSHUV WR JLYH IHHGEDFN EXW ZH DUHQ¶W ZHOO
appreciated. (Dr. Lam) 
 
I wish to spend time meeting students outside the classroom if they have 
more questions or want me to look at their translation versions and give 
comments. However, I can only afford giving them immediate feedback in 
FODVV EXW , FDQ¶W VSHQG WLPH PHHWLQJ VWXGHQWV LQGLYLGXDOO\ WR JLYH WKHP
feedback. (Ms. Chi) 
 
 
Students in both departments also had similar opinions that they rarely met 
lecturers outside the classroom because they knew that the lecturers were too 
busy. One of the reasons for less feedback may be because it was the 
university regulation that the final exam papers could not be returned to them, 
yet the final exams were a dominant assessment method. Therefore, students 
only got the grade and did not know what was good and what they needed to 
improve in their exam papers. Most Sociology students in the focus group 
DJUHHGZLWK7KDR¶VLGHD 
When we studied at high school, after the exam, we can look at our exam 
papers and the teacher gave us feedback, so we know why we got the 
PDUNV%XWDWXQLYHUVLW\ZHMXVWNQRZWKHPDUNVIURPWKHH[DPZHFDQ¶W
ORRNDWRXUH[DPSDSHUVDQGGRQ¶WJHWIHHGEDFNRQRXUH[DPSDSHUVVRZH
GRQ¶WNQRZZK\ZHJHWWKHPDUNVZHGRQ¶WNQRZZKDWZHGLGZHOOVRWKDW
ZH¶OOGHYHORSLWDQGZKDWZHGLGZURQJDQGZK\DQGZLOOWU\WRDYRLGLW 
 
Therefore, it could be concluded that in both departments, feedback mainly 
came from the lecturer to students, students just received immediate feedback 
in class, and there were fewer chances for them to get face-to-face feedback 
outside the classroom and no chance for feedback from their exam papers. In 
general, giving and receiving feedback seemed to be limited in the assessment 
practices of these two departments.     
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8.7 Conclusion 
AOWKRXJK PRVW HOHPHQWV RI %RXG¶V IUDPHZRUN FRXOG EH VHHQ LQ WKH
assessment practices of the two departments, the extent of their presence was 
different: English seemed to have higher extent of student engagement, 
working with peers, more authentic activities, more modelling and practices 
and in-class feedback than Sociology. Sociology highlighted collective and 
communal values of group work, while English emphasised a combination of 
autonomy and collectivity. Both shared similar views on the values of exams 
DQG VWXGHQWV¶ skill development. However, the English department had 
stronger focuses on preparing students for employment than Sociology. 
Elements that were present with low extents at both departments included: 
giving and receiving feedback, developing µsoft skills¶, critical thinking and 
the ability to make judgement.  
 
From the extent to which these elements existed in the English and Sociology 
assessment practices of the HCMU, it could be concluded that the assessment 
there somehow seemed to partially prepare students for LLL; however, it still 
showed a weak and incomplete picture RI%RXG¶VVXVWDLQDEOHIUDPHZRUN The 
incompleteness of this framework was also seen in the UK case, although 
more elements were found LQDVVHVVPHQWSUDFWLFHVRIWKH08¶VOHFWXUHUVwith 
stronger presence than the HCMU, such as forming critical, independent 
learners, transferable skills, and the focus on feedback. The similarities and 
differences between the two cases through their key assessment features and 
WKH OHQV RI %RXG¶V IUDPHZRUN WKH H[SODQDWLRQs of these similarities and 
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differences, as well as the evaluation and reframing of the framework will be 
discussed in the following chapter. 
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9 &KDSWHUQLQH&RPSDULQJWKHWZRFDVHVDQGWKHRULVLQJ%RXG¶V
framework of sustainable assessment 
 
9.1 Introduction 
In the previous chapters, I described and analysed key assessment features 
DQGWKHH[WHQWWRZKLFKWKHHLJKWHOHPHQWVRI%RXG¶VIUDPHZRUNZHUHSUHVHQW
in the assessment practices at the Sociology and English departments of the 
MU and the HCMU. There are three parts to this chapter. First, I now 
compare and contrast the two cases through their key assessment features and 
the lens RI%RXG¶VIUDPHZRUNZLWKIRXUPDLQWKHRUHWLFDOIHDWXUHV± (i) being 
sustainable, (ii) developing informed judgement, (iii) constructing reflexive 
learners, and (iv)forming the becoming practitioners ± in order to judge to 
what extent assessment in these cases prepares students for LLL. Secondly, I 
explain the similarities and differences in terms of the economic, socio-
cultural and HE contexts of the two cases. And, finally, I will evaluate %RXG¶V 
framework and reframe it theoretically and operationally for these contexts 
and as a guide to improving practices. 
 
The overall argument of the chapter is that, assessment in both the MU and 
the HCMU show an imperfect realisaWLRQ RI %RXG¶V IUDPHZRUN. Yet, if the 
practices are described in terms of the framework, a vision is offered for the 
two cases to aim for in terms of changing their assessment perspective and 
practice towards those more likely to support LLL. Moreover, this potential is 
enhanced and made applicable to more national contexts if the framework is 
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developed to include the contextual and cultural features of assessment, and 
the development of human capabilities and functionings. 
 
This chapter will therefore address the final two research questions: 
4. How do we explain the similarities and differences of these assessment 
policies, philosophies and practices, and the impact and effect for student 
learning? Which conceptual framework provides robust explanatory 
power? 
 
5. In light of these similarities and differences, tRZKDWH[WHQW LV%RXG¶V
framework of sustainable assessment useful theoretically and 
operationally for the two case study contexts, and as a guide to improving 
practices? 
9.2 Similarities and differences between the two cases 
Assessment in the two departments in the MU and the HCMU shared both 
similarities and differences. Details about these features and elements of each 
case have been described and analysed in the previous chapters. In this 
section, I will compare and contrast the two cases through their main 
DVVHVVPHQW IHDWXUHV DQG WKH OHQV RI %RXG¶V IUDPHZRUN In general, more 
differences than similarities were found in the assessment regime, OHFWXUHUV¶
assessment perspectives and practices, and professional development (PD) of 
the two cases. 7KH08¶VDVVHVVPHQWUHJLPHVHHPHGWR be well-organised with 
detailed policies, guidelines, standards and criteria and tightly controlled by 
measures for quality assurance. Although there existed a tension between the 
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University VHQLRUPDQDJHUV¶ arguably, QHROLEHUDOYLHZSRLQWDQGWKHOHFWXUHUV¶
educational perspectives on assessment, the regime seemed to allow more 
innovative practices and dialogues on teaching learning and assessment policy 
and practice between senior managers and lecturers at departmental levels. 
0HDQZKLOH WKH +&08¶V DVVHVVPHQW UHJLPH ZDV GRPLQDWHG E\ H[DPV
combined with borrowed international practices. However, there was still a 
lack of assessment policy, guidelines, standards and criteria for these 
alternative assessment methods. The rigid top-down system tended to limit 
dialogues between senior managers and lecturers and weaken the voice of 
lecturers and students in the formation or innovation of teaching, learning, and 
assessment policy.  
 
About assessment perspectives, most lecturers in both cases highlighted 
intrinsic learning and were committed to supporting students to learn. The 
Vietnamese lecturers applied some alternative assessment methods that were 
similar to their UK colleagues, such as group presentations and projects, 
portfolios, and peer-assessment, due to the strategic borrowing of 
international assessment practices. However, there were remarkable 
differences: the dominant assessment method in the UK case was coursework, 
especially essays, whereas it was the traditional examinations in the 
9LHWQDPHVH FDVH ,Q DGGLWLRQ FKDQJHV LQ WKH %ULWLVK OHFWXUHUV¶ DVVHVVPHQW
practices seemed to be driven by the NSS, student module evaluations or staff 
and student meetings, and they were well supported in terms of policy that 
allowed flexibility in practice with detailed guidance, team teaching, PD and 
mentoring at departmental level and with fewer constraints except for student 
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numbers and lack of time. For the Vietnamese lecturers, changes in their 
assessment practices originated from their experiential learning about 
assessment and their strong commitment in trying to do more for their 
students. They were keen on applying alternative assessment methods with a 
strong belief that this might help improve student learning despite facing 
many constraints in the way, not only on student numbers and lack of time, 
but also on low salary and lack of support from different levels at the 
University. In addition, at MU, PD through informal mentoring and dialogues 
at departmental level was considered more helpful and effective than the 
8QLYHUVLW\¶V short training courses. Meanwhile, at HCMU, short training 
courses on the subject disciplines were perceived to be useful. Nonetheless, 
teaching methodology courses were not highly evaluated, and there was still a 
lack of PD courses, dialogues, mentoring for lecturers in the field of 
assessment. 
 
In brief, I have compared and contrasted the two cases through their key 
assessPHQWIHDWXUHV LQFOXGLQJ WKHDVVHVVPHQW UHJLPHV OHFWXUHUV¶DVVHVVPHQW
perspective and practice, and PD. What emerged from this comparison were 
two different pictures: assessment at the MU was well-established, enabled 
more innovative practices, and focused on formative assessment while 
assessment at the HCMU was exam-based with initial steps to move towards 
formative assessment and still faced many constraints during the change 
process. Now, I will look at the two cases comparatively through the lens of 
WKHIRXUPDLQIHDWXUHVRI%RXG¶VIUDPHZRUNLGHQWLILHGDWWKHEHJLQQLQJRIWKH
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chapter in order to judge to what extent assessment in each site prepares 
students for LLL.   
 
7KHOHQVRI%RXG¶VIUDPHZRUN 
 
(i) Being sustainable 
 
Assessment is sustainable when it aims not only at meeting learning content 
and outcomes at university, but also at preparing students for future learning 
and work (Boud 2010a). Sustainable assessment emphasises developing 
contextualised higher order knowledge and skills, and prevents students from 
being dependent on others, especially lecturers (ibid.). In terms of alignment 
between assessment activities and learning outcomes, for UK lecturers, the 
assessment activities in their own courses were connected with each other and 
aligned with the learning outcomes of the programme. Course and School 
reviews were carried out as measures to ensure such alignment. Vietnamese 
lecturers also believed that their assessment tasks were linked with each other 
and aligned with the course objectives; yet there was no evidence of an 
alignment with the programme learning outcomes which had just been 
designed and thus needed more amendments.  
 
In addition, 8.OHFWXUHUV IRFXVHGRQGHYHORSLQJ WKHµLQGLYLGXDOVHOI¶ who is 
critical, creative, independent, cooperative and employable. These capacities 
are the key learning outcomes at the MU. Thus, tKH8.OHFWXUHUV¶DVVHVVPHQW
activities aimed at developing research skills, analytical skills, and the ability 
to work independently. They also used authentic tasks related to what people 
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do in real-life and work situations to prepare students for their future work 
and life. However, despite the stated goal of cooperative students, the focus 
RQ GHYHORSLQJ WKH µVHOI¶ SURYLGHG less space fRU µRWKHUV¶. Meanwhile, 
Vietnamese lecturers, especially the Sociologists, highlighted collective and 
communal values (educating them to live well and show concerns for other 
people in communities) through the integration of developing expansive 
graduate attributes in teaching and learning activities and the application of 
WKH+ROLVWLF$VVHVVPHQWRIWKH6WXGHQW¶V6HOI-improvement (HASS) ± grading 
each student holistically in their learning achievement and attitudes, as well as 
participation in extra-curricular community activities. These lecturers also 
hoped to help students become independent, yet the focus on collectivity and 
the Vietnamese traditional norm that frames students as passive and 
dependent recipients of knowledge from the lecturers might make it difficult 
to achieve the hoped-for goals. In addition, although the Vietnamese lecturers 
were trying to use alternative forms of assessment and authentic tasks to 
prepare students for work and life, these practices might not be sustainable 
due to many constraints, in particular, the dominance of the examination 
system. Therefore, in terms of meeting the learning outcomes and preparing 
students for future learning and work, assessment in the UK case seemed to 
be more sustainable than the HCMU.  
 
(ii) Developing informed judgement 
 
One of the most important aspects of informed judgement, for Boud (2010a), 
is to inform students about their work and develop their capacities for making 
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a judgement of their own learning and the learning of others. This can be built 
through different learning and assessment activities, such as critically 
analysing and solving problems, collecting evidence, giving, receiving and 
using feedback, as well as peer assessment and self-assessment tasks through 
all stages of the whole programme (Boud 2010a; Boud and Falchikov 2007). 
In the UK case, developing critical thinking was one of the most important 
learning outcomes that the UK lecturers aimed at. Thus, students were also 
supported to form their capacities of making judgement through doing critical 
and analytical tasks and providing them with formative feedback to improve 
their work. Also, improving feedback was a focus at MU, and students had 
more opportunities for both written and face-to-face feedback during office 
hours.  
 
In the Vietnamese case, critical thinking was also what the lecturers hoped 
students would form; however, it was still a challenging task because the 
students were used to rote learning for the exams; therefore, the capacities for 
debating, arguing or making judgement about what they were learning were 
still weak.  In addition, students had fewer opportunities to be informed about 
their progress through feedback because they mostly got in-class feedback 
and limited written feedback. In both UK and Vietnamese cases, peer 
assessment and self-assessment tasks were not commonly used, and thus 
students mainly received feedback from their lecturers. Students might 
nonetheless form the capacities for making judgement through different 
learning and assessment activities, especially in tasks requiring critical 
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analysis. In summary, then, in general, assessment activities in the UK 
provided students with more opportunities to develop informed judgement.  
 
(iii)  Constructing reflexive learners 
 
According to Boud (2010a), in order to become reflexive learners, students 
need to participate in the assessment process and to perceive themselves as a 
µSUR-DFWLYH DQG JHQHUDWLYH OHDUQHU¶ He emphasises the continuous 
development of reflexivity and self-regulation through assessment and all 
other facets from the beginning of the course. In both UK and Vietnamese 
cases, students could actively take part in assessment design by being allowed 
to choose their own assessment topic and decide what and how they wanted to 
do it. The lecturers also used group work and authentic learning and 
assessment activities WR JHW VWXGHQWV¶ HQJDJHPHQW LQ WKH OHDUQLQJ DQG
assessment process. These might help them become active learners and form 
the habit of taking responsibility for their own learning. 
 
Most UK and Vietnamese OHFWXUHUVHPSKDVLVHGIRUPLQJVWXGHQWV¶FDSDFLW\WR
self-direct their learning, yet UK students had more support and better 
conditions in fostering reflexivity. They had tutorial sessions and formative 
feedback from the lecturers and met with their personal tutors each semester 
to discuss their academic results. Vietnamese students did not have similar 
learning facilities and support from the lecturers. Also, due to the habit of 
being directed by the lecturers, it was difficult for Vietnamese students to 
develop the capacity of monitoring their own learning. However, in both sites, 
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reflective assessment tasks were still limited in different ways. There were 
RQO\DIHZUHIOHFWLYHWDVNVLQ08¶V(QJOLVKGHSDUWPHQWDQGQRQHZDVIRXQG
in 08¶VSociology and at HCMU. Yet, the practice of the HASS at HCMU to 
some extent helped students make reflection on their performances at the end 
of each academic year.  
 
(iv) Forming the becoming practitioners 
 
According to Boud (2010a), becoming practitioners in learning and 
assessment requires students to be reflexive and confident in monitoring their 
learning and assessment. He emphasises that students must be able to use 
assessment standards and criteria to make µinformed judgement¶ and build up 
this capacity with their peers. As mentioned above, the UK and Vietnamese 
lecturers encouraged students to take risks and develop confidence in what 
they were doing by allowing them to choose what and how to do their 
assessment topics. In terms of modelling and practice, while the MU students 
could use exemplars and self-tests on Web CT and have access to rich sources 
of learning materials, for the HCMU students, these opportunities were 
limited because of financial and technological constraints. In the UK case, 
there were detailed sets of assessment standards and criteria that students 
could use as guidelines to make their own judgement, whereas the 
Vietnamese case did not have them. Also, in the two cases, group work as 
learning and assessment activities might provide students with opportunities 
to work with their peers to build up these capacities. For both UK and 
Vietnamese lecturers and students, group work helped develop team-working 
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skills and learning from peers. However, it was difficult to know whether the 
students were confident in making judgements, and this would be more 
challenging for the Vietnamese students who were used to depending on their 
lecturers. Therefore, in both cases, students needed more practices to support 
them to be able to make judgement against standards and criteria in order to 
become practitioners in learning and assessment.   
 
In looking at assessment at the two sites comparatively through the lens of 
Bouds framework, it is concluded that the MU might better prepare students 
IRUµUHGXFWLYH¶///WKURXJKHTXLSSLQJWKHPZLWKNH\///FDSDFLWLHV± being 
critical and creative thinkers, independent learners, and employable graduates. 
Meanwhile, the preparation of these capacities appeared to be weak in the 
HCM8 +RZHYHU WKH +&08 OHFWXUHUV¶ /// DSSURDFK VHHPHG WR EH PRUH
µH[SDQVLYH¶ ZLWK WKH HPSKDVLV RQ FROOHFWLYH YDOXHV DQG WKH LQFOXVLRQ RI
IRUPLQJVWXGHQWV¶DELOLWLHVWROLYHZHOOZLWKRWKHUVLQWKHFRPPXQLW\DQGPDNH
contribution to society. The presence of tKHVH IRXU PDLQ IHDWXUHV RI %RXG¶V
framework at the two sites can be summarised in Table 9.1, in which the sign 
(+) is used for elements with strong presence and (±) for those with weak 
SUHVHQFHLQWKHOHFWXUHUV¶DVVHVVPHQWSUDFWLFHV  As seen from this table, both 
cases were incomplete SLFWXUHV RI %RXG¶V framework, although more of its 
elements and features were found in the UK than the Vietnamese case. 
$UJXDEO\WKLVGRHVQRWPHDQWKDW%RXG¶VIUDPHZRUNFDQQRWEHDSSOLFDEOHLQ
the Vietnamese context. More elements of it have the potential to be there as 
long as some conditions are met. 
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Table 9.1 The presence of the four main features of Boud's framework at both 
sites 
7KHOHQVRI%RXG¶VIUDPHZRUN  MU  HCMU  
(i) Being 
sustainable  
$OLJQPHQWDPRQJDVVHVVPHQWDFWLYLWLHV
within the module. 
 
$OLJQPHQWEHWZHHQDVVHVVPHQWDFWLYLWLHV
and programme learning outcomes 
+ 
 
 
 
+ 
+ 
 
 
 
± 
'HYHORSLQJWKHµVHOI¶ + ± 
Developing collective and communal 
values 
± + 
Forming independent learners + ± 
(ii) Developing 
informed 
judgement  
Developing critical thinkers + ± 
µLQ-FODVV¶IHHGEDFN 
 
Opportunities for written and face-to-face 
feedback 
+ 
 
+ 
 
+ 
 
± 
Peer assessment tasks ± ± 
Self-assessment tasks ± ± 
(iii) 
Constructing 
reflexive 
learners  
Students were allowed to choose their 
assessment topics 
+ + 
Engaging students by group work and 
authentic learning and assessment 
activities  
+ + 
Opportunities for fostering reflexivity 
(tutorial sessions and formative feedback) 
+ ± 
Reflexive assessment tasks ± ± 
(iv) Forming 
the becoming 
practitioner  
Supportive conditions for practice 
(exemplars, self-tests, and learning 
materials)  
+ ± 
Opportunities to work with peers in 
learning and assessment activities 
+ + 
Detailed assessment standards and 
criteria 
+ ± 
Students were confident in making 
judgement 
No 
evidence 
No 
evidence 
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To sum up, this section has compared and contrasted the two cases through 
their key assessment features and the lens of %RXG¶V IUDPHZRUN. It was 
mainly found that they shared the following similarities: 
(i) 7KH OHFWXUHUV¶ HPSKDVLV RQ LQWULQVLF OHDUQLQJ DQG WKHLU
commitment to improve student learning through teaching and 
assessment activities. 
(ii) The use of similar alternative assessment methods: presentations, 
portfolios, group work, although their implementations varied in 
the different contexts. 
(iii) Engaging students in the assessment process by group work, 
authentic activities and by letting them to have a choice on the 
assessment topics. 
(iv) Key capacities they hoped students to develop, such as critical 
thinking, independent learning, and employability.       
 
Apart from these similarities, there were main differences between the two 
cases, as illustrated in Table 9.2. The reasons and explanations for these 
similarities and differences will be discussed in the next section. 
Table 9.2 Main differences in assessment at MU and HCMU 
 Assessment at MU Assessment at HCMU 
1. Well-organised and effectively 
operated with detailed policies, 
guidelines, standards and criteria. 
In the process of change; lack of 
policies, guidelines, standards and 
criteria. 
2. More focus on developing the 
µVHOI¶ 
More focus on developing communal 
and collective values.  
3. Dominated by coursework, 
especially essays, with the focus on 
formative feedback. 
Dominated by exams with the 
integration of borrowed international 
assessment methods.  
4. Changes driven by the NSS, 
VWXGHQWV¶PRGXOHHYDOXDWLRQVRU
staff-student meetings. 
&KDQJHVGULYHQE\OHFWXUHUV¶
commitment and experiential learning. 
5. Effective informal PD with 
dialogues and support for lecturers 
at departmental level. 
Lack of dialogues, mentoring, support, 
and PD for lecturers. 
6. Constraints in time and student 
number. 
Many constraints, mainly limited 
teaching and learning resources, over-
crowded classes, low salary for 
lecturers, lack of support from different 
levels at the University. 
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9.3 Explaining the similarities and differences between the two cases 
There may be many reasons for the similarities and differences in assessment 
of the two cases; however, I will only focus on the main ones that have 
important impacts on shaping the assessment features of each university, 
including: the national economic and HE contexts, assessment cultures and 
approaches, national socio-cultural values, and the Vietnamese perspective 
on LLL.  
 
9.3.1 The national economic and HE contexts 
 
(i) Impacts of globalisation on the two HE systems 
 
The national economic and HE contexts clearly do influence what the 
assessment regime looks like and how it is operated. The UK HE context is 
characterised by a tension between the economic goals emphasised at policy 
and managerial level and the social and educational goals highlighted by 
researchers (Walker 2006; Mann 2008). Driven by globalisation and 
neoliberalism, HE policies in the UK tend to focus on developing µworld-
class¶graduates in order to meet the demands of the knowledge economy and 
maintain its competitive advantage in the global market (Olssen and Peters 
2005; Rizvi 2007). Due to this neoliberal agenda, in the MU case study, there 
was a taken-for-granted view that they had to compete globally, the university 
was a global and international university, and students had to be equipped 
with skills so that they could get jobs and compete in a global market. All of 
WKHVHZHUHUHIOHFWHGLQWKH8QLYHUVLW\¶VTXDOLW\DVVXUDQFHOHDUQLQJRXWFRPHV
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and curriculum. Together with this was the neoliberal quality assurance 
perspective of the University Head of Assessment and a neoliberal language 
naturalised by the lecturers. Even so, for the lecturers, it was not only about 
global competition and employability: there was a deep commitment to 
student learning, real concerns for students and space for LLL. Perhaps such a 
tension EHWZHHQ WKH 08¶V PDQDJHULDO DQG DFDGHPLF YLHZSRLQWV RULJLQDWHG
from the tension in the present UK HE context between education for the 
economy and education for broader personal development. However, the 
neoliberal constraints also allowed innovative practices that the MU lecturers 
used to support student learning.    
 
Meanwhile, Vietnamese HE is strongly influenced by colonial legacies, 
globalisation, and internationalisation. As a developing country, Vietnam is 
trying to improve its economy in order to reduce poverty, become a middle-
income country, and integrate into the global economy. One of the most 
important goals is to reform its HE system in order to become more effective 
and approach international education in terms of quality and standards. The 
influences of globalisation and internationalisation contribute to shaping the 
micro-level features of the DVVHVVPHQWUHJLPHDQGWKHOHFWXUHUV¶SHUVSHFWLYHV
and practices at the HCMU through the critical borrowing of international 
assessment approaches and methods. Such borrowing can be the reasons why 
some above-mentioned similarities in assessment perspectives and practices 
exist in the MU and the HCMU.  
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However, unlike the MU, in the HCMU, it was not taken for granted that the 
University was a global player, and people were struggling and trying to work 
out how they were positioned in relation to global competition and what kind 
of students they need to be educating so that they could take their place in the 
country and contribute to economic development. Thus, the HCMU lecturers 
were just taking initial steps in changing assessment to be in line with 
international perspectives and practices. Equipping students with Vietnamese 
moral, cultural, and collective values is extremely significant to sustainable 
development of the individual student, the society, and the economy.  
 
(ii) Influences of economic situations on the HE systems of the two 
countries 
 
TKH8.LVRQHRIWKHZRUOG¶VKLJK-income and leading countries in education 
and MU is an elite and well-resourced English university; thus, the UK 
lecturers and students have better conditions in terms of human resources, 
facilities, and more support with policies and management to improve student 
learning. That is why they can give and receive more feedback and apply ICT, 
such as web CT and online library resources. These resources support 
students in self-learning and lecturers in organising teaching and assessment 
activities that can help the individual student become an independent learner, 
critical thinker, and develop other important capacities for work and life.   
 
In contrast, Vietnam is still a developing country, facing many challenges to 
its economy. Financial constraints are among the main causes of various 
problems which hinder the lecturers from giving more feedback, using ICT, or 
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applying teaching and assessment methods that enable independent learning, 
criticality, and other higher-order thinking skills. Mark moderation and double 
marking are traditionally used only in important examinations. There is no 
policy requiring this on degree courses, and the lack of teaching staff at 
universities also prevents this happening. Apart from the economic and HE 
contexts, the history of assessment cultures and approaches of each country 
also contribute to the similarities and differences between the two cases.  
 
9.3.2 Assessment cultures and approaches 
 
Since the beginning of the 1990s, UK assessment has moved from a testing 
culture which measured and ranked students by summative assessment, 
HVSHFLDOO\ E\ H[DPLQDWLRQV VWDUWLQJ LQ  WR DQ µDssessment-for-OHDUQLQJ¶
culture which supports student learning with formative assessment and aligns 
assessment to teaching and learning, yet still interacts with the traditional 
testing culture (Falchikov 2005; Havnes and McDowell 2008). This culture is 
cKDUDFWHULVHG E\ VWXGHQWV¶ DFWLYH LQYROYHPHQW LQ WKH DVVHVVPHQW SURFHVV
DVVHVVLQJ VWXGHQWV¶ ZRUNV DJDLQVW VWDQGDUGV DQG FULWHULD DQG DOWHUQDWLYH
assessment methods, such as portfolios, learning logs, group work, 
presentations, peer assessment, self-assessment, and so on (Havnes and 
McDowell 2008; Orr 2008). Essentially, it puts formative feedback at the core 
in improving student learning (Wiliam 2009; Nicol 2009). These cultural 
features were imprinted in the assessment perspectives and practices at the 
two departments of the MU in the domination of formative assessment, 
especially essays, together with other assessment methods, including 
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H[DPLQDWLRQV 7KH\ ZHUH VHHQ WKURXJK VWXGHQWV¶ WDNLQJ SDUW LQ GHVLJQLQJ
assessment by choosing their own assessment topiFV DQG VWXGHQWV¶ EHLQJ
assessed via sets of standards and criteria and some of the above alternative 
assessment methods. These cultural features were also reflected in how 
IHHGEDFNZDVYDOXHGWKHOHFWXUHUV¶FRPPLWPHQWWRLPSURYLQJWKHLUIHHGEDFN
and giving students more formative and face-to-face feedback. 
 
Meanwhile, in Vietnamese HE, the testing culture by selecting and ranking 
students has existed for centuries, starting with the first exam in the Ly 
Dynasty in 1075 (Nguyen P. 1999; Nguyen C. 1998). Until now, this long-
term established summative assessment culture still dominates HE assessment 
with the highly competitive university entrance exam, as well as mid-term and 
final exams in classroom assessment practices. Also, Vietnamese universities 
have tUDGLWLRQDOO\ XVHG JUDGHV WR PHDVXUH VWXGHQWV¶ SHUIRUPDQFH LQVWHDG RI
standards and criteria. These cultural features shaped assessment in the two 
departments of the HCMU as summative and exam dominated. However, the 
recent critical borrowing of international perspectives and practices has also 
been integrated into the traditional summative assessment culture. 
 
 The critical borrowing of international assessment approaches in the 
Vietnamese context 
 
Influenced by international assessment approaches and practices during the 
colonised periods in the past and globalisation and internationalisation at 
present, strategically borrowed alternative assessment methods were found in 
the practices of the Vietnamese lecturers, especially in the English 
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department. Thus, the borrowed practices cause some above-mentioned 
similarities in the UK and Vietnamese cases. Yet, the same alternative 
assessment methods, when tailored to be suitable for the Vietnamese context, 
became different from the original ones when they were implemented at the 
HCMU.  
 
Nevertheless, why were these alternative assessment methods, although 
applied by most lecturers in the Vietnamese case, only a subordinate 
component? Apart from the dominant examination culture, the University 
assessment regulation of 70% final exam and 30% others, and teaching 
constraints, there were differences in the cultures of teaching, learning and 
assessment between the West and Vietnam. From their own experience 
learning about assessment, most lecturers believed that these borrowed 
methods may help improve student learning, since using only exams is 
insufficient WR IRUPNH\ FDSDFLWLHV IRU VWXGHQWV¶ZRUNDQG OLIH2Q WKHRWKHU
hand, the lecturers were aware of cultural and contextual differences in 
applying borrowed practices. Most of them cautiously used these methods as 
one of the complementary assessment components, not the major ones. This 
may be the reason why some methods (e.g. group presentations) were used 
more in learning rather than in assessment.  
 
Findings from the peer-feedback intervention show that peer-feedback could 
be effectively used in the honours programme of the English department with 
25 students. Other critically transferred practices by the lecturers in both 
departments included stories about both success and failure of alternative 
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assessment methods when applied in a very different context and culture from 
the West. Thus, although the two assessment cultures are different, what 
works in the UK assessment culture might also work or have the potential to 
work in the Vietnamese HE context, as long as contextual and cultural issues 
are not compromised. That is, these assessment practices need to be adjusted 
in order to be appropriate to the Vietnamese culture and context, and some 
conditions, especially those of fewer student numbers and more training for 
students and lecturers, are met.    
 
9.3.3 The national socio-cultural values 
 
Apart from the national economic and HE context, assessment cultures and 
approaches, other important reasons can be the differences and transfer in the 
national social and cultural values. I will attempt to explain the differences 
between the two cases through examining three features of national socio-
cultural values of Vietnam and the UK ± (i) self and others, (ii) power 
relations, and (iii) the crisis of the modern Vietnamese society under the 
impacts of globalisation. Here, self and others GRHV QRW PHDQ WKDW RQH¶V
existence excludes the other, but refers to which one is focused more in a 
FXOWXUH,DPDOVRDZDUHRI0DVRQ¶VUHPDUNWKDWUHVHDUFKHUVVKRXOGEHFDUHIXO
QRW WR VWHUHRW\SH FRQVLGHU FXOWXUH DV µPRQROLWKLF¶ RU RYHU-emphasise its 
impacts in a complex, diverse, hybrid, and interdependent world (2007: 166, 
169).   
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(i) Self and others 
 
For Jarvis (2009b), :HVWHUQVRFLHWLHVKLJKOLJKWµWKHLQGLYLGXDOVHOI¶ZKHUHDV
µWKH LQWHU-SHUVRQDO VHOI¶ LV WKH IRFXV RI FRXQWULHV LQIOXHQFHG E\ &RQIXFLDQ
thought. In the UK HE context, the curricula, graduate learning outcomes, and 
dominant version of LLL seem to be strongly individualised: all is about the 
individual, not about the group, the collective (Barnett 2006; Hinchliffe 2006; 
Walker 2012). This might be the reason why the MU lecturers concentrated 
more on assessment that is beneficial to the development of an individual 
student. However, what do universities want their students to be? There is a 
tension between managerial and academic viewpoints. For educational policy 
makers and managers, the prime goal of university education is reduced to an 
HFRQRPLFRQHDVµWKHproduction of rational individuals who can contribute to 
the economic well-EHLQJ RI WKH QDWLRQ¶ 0DQQ   )RU DFDGHPLFV LW
should be a more expansive perspective not only for student learning in HE 
but also for LLL which includes economic, educational and social purposes, 
IRU H[DPSOH %DUQHWW¶V (2006) DUJXPHQW RQ GHYHORSLQJ µFULWLFDO EHLQJ¶ DQG
µFULWLFDOLW\¶, for 0DQQ¶VRQµSHUVRQDOHQJDJHPHQWLQFOXVLRQDQG///¶
(p. 6- RU :DONHU¶V (2012)  on a µKXPDQ FDSDELOLWLHV¶ model of lifelong 
education ZLWKµZHOO-EHLQJ¶DQGµDJHQF\¶. 
 
Key capacities listed in the learning outcomes that HE graduates need to 
achieve may include: being employable graduates, critical and creative 
thinkers, and independent learners. Thus, the capacities for questioning, 
debating, making critical analysis and judgement, critically reflecting and 
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self-directing their learning, as well as transferable skills were emphasised in 
the teaching and assessment practices of the MU lecturers. Certainly, there 
was also group work to build their team-working skills; however, individual 
benefits which a student might obtain when working with others, such as 
better communication skills in their future jobs and personal life, were 
emphasised. Such individualised focus is also shown in the fact that each 
student in both departments had their personal tutor to guide them through the 
whole learning process of their degree.  
 
This resonates one of the findings in Booth et al¶V   HPSLULFDO
reseDUFK WKDW WKH OHFWXUHUV HPSKDVLVHG PRUH VWURQJO\ GHYHORSLQJ WKH µVHOI¶
than the ability to show empathy and communicate with others. Therefore, 
Booth et al. (2009), Barnett (2006), and Hinchliffe (2006) argue for more 
IRFXVRQµRWKHUV¶DQGWKHGHYHORSPHQW RIWKHµVHOI¶ LQUHODWLRQWRRWKHUVDQG
VRFLHW\)RUWKHPXQLYHUVLW\HGXFDWLRQVKRXOGGHYHORSµWKHFDSDELOLWLHVWREH
self-reflective and autonomous, to connect strongly with others, and to be 
VRFLDOO\DZDUHDQGUHVSRQVLEOH¶%RRWKet al. 2009: 931).  
 
MHDQZKLOH µRWKHUV¶ LVKLJKOLJKWHGLQ9LHWQDPHVHFXOWXUHDQGVRFLHW\ZKLFK
can bring both advantages and challenges to the innovations of HE teaching, 
learning and assessment practices.  Because of continuous wars and battles 
against foreign invaders through history and the needs for dyke protection and 
wet rice cultivation, village-life became the centre of Vietnamese culture, in 
which community cooperation and unity, as well as patriotism were 
highlighted and shaped the typical Vietnamese characters and social values 
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(Pham and Fry 2004a; Tran 2008). Adding to the village-life culture were the 
influences of Confucianism, Buddhism, and socialism. All contribute to make 
collective and communal values ± love and sacrifice for the community, for 
family and others, putting others first, not me first, and putting community 
needs above individual needs ± the foundation of Vietnamese culture and 
society. Although there are many changes which make collectivity less strong 
than in the past, it is still emphasised in the present society. In a collective 
FXOWXUH LQGLYLGXDOLW\ZKHQQHFHVVDU\ LV µVDFULILFHG¶ IRUFRPPXQDO LQWHUHVWV
and personal views can be reduced to be in line with dominant perspectives. 
Thus, the positive aspect of collectivity can be that it helps generate national 
unity and strengths, as well as stabilises the country and society. Arguably, 
extreme collectivity may not encourage people to become different, 
independent, and critical, which can be an important impetus to social 
development. It is difficult for a society to develop if people just follow 
dominant viewpoints, leaving no space or respect for critical, different or 
opposing opinions.   
 
How can the traditional emphasis on collectivity in the Vietnamese culture 
and society influence learning and assessment at the HCMU? Findings 
VKRZHGWKDWWKH6RFLRORJ\OHFWXUHUVIRFXVHGRQGHYHORSLQJVWXGHQWV¶FDSDFLW\
to live well with others in the community and the English lecturers the ability 
to use the English language in communication with others. With collective 
values, it seemed to be easier for students to be engaged, to learn from and 
support their peers in group work and other learning and assessment activities. 
Students might also feel more confident working with others with joint 
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responsibilities and more responsible for what they were doing in relation to 
their group. Thus, the collective culture might facilitate the critical transfer of 
Western practices of group work, especially group presentations, which can 
explain why group work has increasingly become common in learning and 
assessment activities in both departments. Also, with thought and actions 
driven by collective values, students might feel part of, live more responsibly 
with the community and care about others through community contribution 
activities beyond the curricula. On the other hand, too much emphasis on 
collectivity could be the cause of stuGHQWV¶ UHO\LQJ RQ WKH JURXS EHLQJ
µSDUDVLWHV¶ RU FRPSO\LQJ ZLWK WKH JURXS ZKLFK PLJKW GLVFRXUDJH VWXGHQWV¶
willingness to make criticism, be different, or independent. This can be one of 
the challenges for the HCMU lecturers and students when building up critical 
thinking, independent learning and creativity.   
 
In addition, the traditional village-OLIH FRPPXQLW\ ZKHUH SHRSOH¶V
relationship was based on care, bonds and attachment, helped shape one of the 
typical Vietnamese characters as emotional-based: their  thinking and actions 
tended to be more on emotions than reasoning (Tran 2008). People tried to 
live harmoniously and avoid conflicts and disputes (Pham and Fry 2004b; 
Nguyen et al. 2006). This might result in the fact that most Vietnamese 
students usually hesitate to have different opinions, argue against and disagree 
with peers and especially with the  lecturers directly or strongly for fear that it 
will hurt their feelings or make them µORVH IDFH¶ 3RVVLEO\ GXH WR VXFK
emotional influences, in the HCMU, debating, questioning, and making 
critical analysis or judgement seemed to be undermined in the teaching and 
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learning practices, which could be a challenge for developing those capacities. 
On the other hand, this emotional awareness is a potential strength because 
this may encourage a supportive learning environment where students help 
each other to improve. ,QDGGLWLRQ WRGLIIHUHQW FXOWXUDO IRFXVHVRQ WKH µVHOI¶
DQG µRWKHUV¶ SRZHU UHODWions in the UK and Vietnam contexts may also 
influence assessment practices in the two cases. 
 
(ii) Power relations 
 
In the UK context, for Rowland (2006), the power relationship between the 
university and society, the managers and lecturers, as well as lecturers and 
VWXGHQWV LV GULYHQ E\ µD G\QDPLF WHQVLRQ EHWZHHQ FRPSOLDQFH DQG
FRQWHVWDWLRQ¶ S  +H DUJXHV WKDW SHRple have to comply with the 
reductionist agenda of university education as preparing students for the 
global knowledge economy, characterised by accountability and quality 
assurance, yet simultaneously contest for a more expansive social and cultural 
discourse of education for democracy with freedom and social justice 
(Rowland 2006: 17-19). Such tension in the UK power relationships may 
H[SODLQWKHWHQVLRQEHWZHHQVHQLRUPDQDJHUV¶YLHZSRLQWVRQTXDOLW\DVVXUDQFH
DQGDFFRXQWDELOLW\DQGWKHOHFWXUHUV¶HGXFDWLonal perspectives in the MU case. 
7KHUH ZDV VLJQ RI µFRPSOLDQFH¶ DQG µFRQWHVWDWLRQ¶ LQ WKH OHFWXUHUV¶
perspectives and practices: they have to comply with the neoliberal system, 
yet contest against it by putting student learning above anything else.   
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Meanwhile, there is a power distance in the Vietnamese culture, as Pham 
(2010: 54) UHPDUNV µ9LHWQDP LV D KLJK ³SRZHU GLVWDQFH´ FXOWXUH SHRSOH LQ
KLJKHU SRVLWLRQ RI DXWKRULW\ ZDQW WKHLU VXERUGLQDWHV WR FRQIRUP¶ 7KXV WKH
Vietnamese manager-lecturer and lecturer-student relationships are more 
DERXWµFRPSOLDQFH¶WKDQµFRQWHVWDWLRQ¶This can be one of the reasons for the 
centralised system in Vietnamese HE and at the HCMU in particular: all 
departments had to follow top-down policies and regulations coming from the 
MOET and the University Management Board. Such compliance leads to the 
lDFNRIGLDORJXHEHWZHHQ WKH8QLYHUVLW\¶V VHQLRUPDQDJHUV DQG OHFWXUHUV DV
ZHOO DV RI OHFWXUHUV¶ DQG VWXGHQWV¶ DXWRQRP\ 7KXV WKH OHFWXUHUV¶ DQG
VWXGHQWV¶YRLFHVHHPWREHsilent in the policy formation and implementation 
process. Essentially, the lecturers are not supported in terms of policies, 
encouragement, or finance when they want to apply any changes, which is a 
significant obstacle for reform.  
 
Turning now to student-lecturer power relations, for Rowland (2006), the shift 
of focus from teaching inWROHDUQLQJHQFRXUDJHVµFULWLTXH¶µLPDJLQDWLRQ¶DQG
µFRQWHVWDWLRQ¶LQVWXGHQW OHDUQLQJDQGKHOSVEULQJDERXWPRUHSRZHUHTXDOLW\
in the teacher-student relationship; yet this seems to be weakened by the 
neoliberal system of quality assurance and accountability highlighting 
µFRPSOLDQFHDQGSUHGLFWDELOLW\¶LQZKLFKVWXGHQWVKDYHWRFRPSO\WRDFKLHYH
the learning outcomes (p. 21-22). He also argues that the instrumental, 
economic trend of HE empowers students as customers and moves the 
teacher-student relatioQVKLS WRZDUGV µSURYLGHU-FRQVXPHU¶ EDVHG PRUH RQ
µOHJDO PHDQV¶ UDWKHU WKDQ RQ WUXVW DQG FROODERUDWLYH YDOXHV ZKLFK PD\
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negatively influence collaboration between lecturers and students (p.66). Such 
provider-customer relationship tends to be encouraged by the 2011 White 
3DSHUµStudent at the Heart of the System¶LQZKLFKVWXGHQWVZLOOKDYHWRSD\
higher fees, and thus they will have more freedom of choice (BIS 2011b). 
+RZHYHUVWXGHQWVVHHPWREHHPSRZHUHG LQ WHUPVRISURWHFWLQJFXVWRPHUV¶
rights and satisfaFWLRQWRHQVXUHWKH\ZLOOJHWVRPHWKLQJµYDOXHIRUPRQH\¶LQ
return to their investment. Also, iQ KHU DQDO\VLV RI VWXGHQWV¶ µDOLHQDWLRQ DQG
HQJDJHPHQW¶0DQQPDLQWDLQVWKDWWKHLQVWUXPHQWDODQGHFRQRPLFJRDO
of university education can hinder intrinsic learning and thus cause alienation. 
SWXGHQWV KDYH WR FRPSO\ ZLWK D µSUHVFULEHG SDWK¶ LQ RUGHU WR PHHW WKH
demands of their courses; consequently they lose the power of owning their 
learning, and such inequity in power relations makes students feel µalienated¶ 
(p. 9±7KXVVKHDUJXHVIRUµWKHUHGLVWULEXWLRQRISRZHU¶VRWKDWµVWXGHQWV
FDQH[HUFLVHSRZHURYHUWKHLURZQOHDUQLQJDQGGHYHORSPHQW¶S 
 
The teacher-student power relation analysed by Rowland and Mann, to some 
extent, may explain some findings at the MU. Clearly, what most MU 
lecturers did was not just about global competition: they showed a deep 
commitment in learning for its own sake and real concerns for students 
through using their teaching and assessment activities to support student 
learning. In fact, they seemed to be against the consumerist trend of HE that 
treats students as customers and tries to meet their demands. However, the 
µSURYLGHU-FXVWRPHU¶ UHODWLRQ FDQ EH VHHQ LQ WKH IDFW WKDW VRPH FKDQJHV LQ
assessment at the two departments, especially the commitment to improving 
IHHGEDFNLQUHFHQW\HDUVZHUHGULYHQE\WKHGHPDQGVRIµFXVWRPHUV¶±  the 
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166 VXUYH\ GHSDUWPHQWDO VWXGHQW HYDOXDWLRQV DQG VWXGHQWV¶ VXJJHVWLRQV LQ
PHHWLQJV EHWZHHQ VWXGHQWV¶ UHSUHVHQWDWLYHV DQG GHSDUWPental senior 
managers. Although most focus group VWXGHQWV UHFRJQLVH PDQ\ OHFWXUHUV¶
commitment in helping them to improve their learning and giving helpful 
feedback, some of them still complained and demanded lecturers spend more 
WLPHRQWKHPXVLQJWKHFXVWRPHUV¶ODQJXDJHVXFKDVµ:Hpay them, so they 
VKRXOGVSHQGPRUHWLPHIRUXV¶ 
 
The MU students were empowered by having freedom of choice for their own 
assessment topics, which brought them opportunities to take ownership of 
their learning. However, although the departments were trying to 
communicate with students about taking face-to-face feedback, not many 
students took the opportunities. Some of the reasons could be that they might 
feel alienated, especially the first year students who were still unfamiliar with 
the learning culture at university, or there might still be a power distance or a 
communication gap in the lecturer - student relation. These could make 
students hesitate to consult the lecturers, as most students in the focus groups 
UHPDUNHGWKDWVRPHRIWKHPZHUHKHOSIXODQGµFRRO¶EXWRWKHUVZHUHQRW 
 
$ERYHDOOVWXGHQWV¶YRLFHLQWKH08FDVHVHHPed to be strong and influential 
in the changes of teaching, learning and assessment, which was not the case of 
the HCMU. In traditional Vietnam culture and society, some of the key norms 
and values include: the love for learning, strong emphasis on moral education, 
and respect for teachers (Pham and Fry 2004b).  In the old days, teaching was 
ranked the first, and farming the second of all occupations, as the old 
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9LHWQDPHVH VD\LQJ µ<RX FDQ¶W EH VXFFHVVIXO ZLWKRXW WHDFKHUV¶ RU µ,I \RX
ZDQW\RXUFKLOGUHQWRVWXG\ZHOO\RXPXVWUHVSHFW WHDFKHUV¶ (Pham and Fry 
2004b). The strong respect for teachers shaped teacher-student relationships 
as hierarchicalLQVWHDGRI:HVWHUQ¶VYLHZVRIHTXLW\DQGFRRSHUDWLRQ\HWWKH
traditional emotional-based community also made this relationship emotional 
± not only with responsibilities but also with love and care. Hierarchically, it 
was the superior ± subordinate relationship influenced by Confucian values in 
ZKLFKVWXGHQWVZHUHH[SHFWHGWRFRQIRUPWRWKHWHDFKHUV¶SRZHU(Harman and 
Nguyen 2010; Pham 2010). Emotionally, students were supposed to respect 
teachers as their family members; simultaneously, teachers tend to be devoted 
to students and want to do the best for them.  
 
These traditional values, despite being diminished, still exist in modern 
society. This is the reason why the contemporary society shows concerns for 
HGXFDWLRQ DQG PRVW SDUHQWV DUH FRPPLWWHG WR LQYHVWLQJ LQ WKHLU FKLOGUHQ¶V
learning.  Although teaching is not one of the most favourable jobs and 
teachers are not as strongly respected as before due to socio-cultural impacts 
of the free market economy, this relationship is still both hierarchical and 
emotional, and not considered as provider ± customer, but as superior ± 
subordinate and transformer ± receiver of knowledge and skills. Although 
most young lecturers in the study considered WKHLUVWXGHQWVDVµIULHQGV¶LWwas 
still an unequal relationship in which students still played a passive role. It is 
based on commitment (teacher) ± respect (student), though not as fully as in 
the old days. The emotional commitment ± respect aspect in this relationship 
might be the reason why although there were lecturers who did not want to 
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change, many in the HCMU case were devoted to trying to do more for their 
students by applying alternative assessment methods to improve student 
learning. Yet, it did not bring them any personal benefits: they were not 
required to do so in terms of policies, received no support and encouragement 
from the University, and had to spend more work and time without pay.  If 
this had not originated from their love and care for the students and aspiration 
to make changes in teaching and learning, they would not have done it. Also, 
most focus-group students seemed to be grateful for the lecturers who were 
committed to teaching and trying to improve their learning.  Although there 
were some lecturers and subjects that they did not like, they talked about them 
ZLWKUHVSHFWDQGV\PSDWK\7KHFRQVXPHU¶VODQJXDJHVXFKDVµ:Hpay them, 
VRWKH\VKRXOG¶ZDVXQKeard of.   
 
However, the Confucian hierarchical aspect of the teacher-student 
relationship seemed to be one of the causes of assumptions that what the 
teachers said was always true, and students learned what they were told 
without questioning the teachers, which may be considered as an obstacle for 
FKDQJH,WFRXOGZHDNHQVWXGHQWV¶YRLFHLQWKHFKDQJHSURFHVVDQGEHRQHRI
the causes of teacher-FHQWUHG PHWKRGV DQG WKH VWXGHQWV¶ SDVVLYH RU URWH
learning style in many Vietnamese HE classrooms. This was found in the 
HCMU case. Although there were group discussions and presentations in 
addition to lectures, especially in the English department, many students were 
used to being dependent on the lecturers and did not have the habit of 
questioning or debating with their lecturers and peers. This might lead to their 
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lack of confidence about themselves and make it difficult to develop 
criticality and independent learning.  
 
However, although aspects of these traditional socio-cultural values ± 
collectivity, emotional-based ways of thinking and communication, strong 
respect for teachers ± still exist and have both negative and positive impacts 
on university education, especially on the teaching, learning, and assessment, 
present Vietnamese culture and society has been changing and incorporating 
international values and norms, especially Western values due to the 
influences of the French, the American, and the Soviet Union in the recent 
history, and the impacts of globalisation and internationalisation. Such 
incorporation and influences may result in both positive and negative effects 
and changes and that although globalisation can be a good means for Vietnam 
to develop the economy, technology and HE, it may be one of the causes of 
the crisis in the modern Vietnamese culture and society. These socio-
economic changes might lead to the changes in the teaching, learning, and 
assessment at the HCMU. 
 
(iii) The crisis of modern Vietnamese society under the impacts of 
globalisation 
 
Vietnamese culture, society, and education have experienced Western 
influences from two different political perspectives ± capitalism and socialism 
± during different periods in recent Vietnamese history: the French, the 
American, and the Russian. Since Doi Moi (innovation) began in 1986, the 
country has moved towards a free market economy but oriented by socialism, 
284 
 
and the Soviet-styled HE system has been transformed into a Western 
influenced system (Pham and Fry 2004a; Harman and Nguyen 2010). In 
recent years, Western capitalist influences have been increasing in Vietnam 
due to globalisation and internationalisation, bringing about many changes, 
opportunities and problems in Vietnamese culture and society. On the one 
hand, the influences of globalisation and Western values and perspectives can 
help industrialise the economy and move people from an agricultural life-style 
into a more industrial one: people become more active and dynamic (Tran 
2008).  In terms of HE, they provide a background for the development of 
VWXGHQWV¶ FULWLFDOLW\ DQG DXWRQRP\ ZKLFK are important capacities for their 
OHDUQLQJDW DQGEH\RQG XQLYHUVLW\7KLV LV UHIOHFWHG LQ WKH+&08 OHFWXUHUV¶
practices where they were trying to incorporate Western teaching and 
assessment methods.  The fact that there were more practices and success of 
such critical borrowing in the English department is not surprising because the 
department had more Western influences.  
 
On the other hand, as Tran (2008) argues, modern Vietnamese society has to 
IDFHµDQLQYDVLRQ¶RI:HVWHUQFXOWXUHQRWWKURXJKFRORQLVation as before but 
through economic globalisation. Together with strong economic growth in 
recent years13 ± is the crisis of socio-cultural values. Never before has 
Vietnamese society encountered so many challenges. Some of the most 
worrying social concerns are: money or financial values seem to be put above 
                                                          
13
 In 2008, Vietnam was ranked 70/134 for global competitiveness Harman, G., Hayden, M., 
and Pham, T. N. (2010) "Higher Education in Vietnam: Reform, Challenges and Priorities", 
in G. Harman, M. Hayden, and T. N. Pham (eds) Reforming Higher Education in Vietnam: 
Challenges and Priorities, Netherlands: Springer. 
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moral values, sincerity and truthfulness are undermined by cheating and 
dishonesty; and individuality has increased and threatens traditional 
collectivity (Doan 2005; Tran 2008). The market economy has brought in new 
social problems: increasing divorce rate, child abuse, drug addictions, and 
other social crimes (Doan 2005).  
 
One of the causes of these problems might be that the response to 
globalisation is more about developing the national economy in order to 
integrate into the global market; thus the socio-cultural effects of globalisation 
tend not to be paid enough attention. In addition, citizenship education at 
school and universities fails to capture the complex changes in the new 
society due to its strong emphasis on political education. As Doan (2005) 
remarks, there exists two moral systems: the informal traditional moral values 
nurtured through family and religious education (e.g. Buddhism or 
Christianity) and the formal socialist ideology taught in schools and 
universities. Thus, in the formal education system, political education ± 
teaching students to understand socialist doctrines and be committed to 
socialism ± tends to be put more emphasis than the moral education ± 
teaching them traditional moral values, for example, love and care for family, 
others and the community. Political courses, such as History of the 
Communist Party, Marxist-Leninist Political Economy, Scientific Socialism, 
and Ho Chi Minh Thought are compulsory in the HE curricula, and their 
XWLOLW\IRUVWXGHQWV¶LQWHOOHFWXDODQGPRUDOIRUPDWLRQDQGGHYHORSPHQWDVZHOO
as how to integrate the conflicting principles of socialist ideology and  
capitalist market economy are under query in the modern society (Doan 2005; 
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Harman and Nguyen 2010). Consequently, under the impacts of globalisation, 
the lack of traditional moral education, careful selection and critical 
transformation of suitable Western values, as well as effective measures to 
preserve the Vietnamese socio-cultural legacies can shake the long-term 
established socio-cultural foundations and make Vietnamese society more 
vulnerable. This may puzzle the young generation about which values they 
should follow and what kind of people they want to be.   
 
How do these socio-cultural problems affect the teaching, learning and 
assessment in the two departments of the HCMU? Most lecturers complained 
about the fact that many students came to the classroom with no learning 
motivation: they just learned to pass the exam and get the degree. This might 
make it difficult for universities to preserve the traditional love of learning 
and encourage students to become autonomous learners. Perhaps the socio-
cultural crisis could also be the reason for those in Sociology to focus on 
GHYHORSLQJ VWXGHQWV¶ DELOLWLHV WR DFW DV FLYLOLVHG FLWL]HQV DQG OLYH ZHOO ZLWK
others in the community in order to not only prepare them for the complexity 
of life beyond university but also teach them to live for the public good. 
Similarly, the application of the HASS can be one of the responses to preserve 
the collective tradition of living for others in putting the self in relation to 
others and to train students to become more responsible for themselves and 
the community.  
 
Arguably, the HCMU extra-FXUULFXODU DFWLYLWLHV DQG 6RFLRORJ\ OHFWXUHUV¶
focus on citizenship education help nourish the humanistic aspect of LLL in 
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university students. Also, the fact that most lecturers, especially those in the 
English department, were trying to help students learn independently and self-
direct their learning clearly showed that to some extent they were preparing 
students for LLL. However, in all interviews at the two departments, no 
lecturer claimed what they were doing was for LLL. The reason might 
originate from the Vietnamese LLL perspectives, as analysed in the next 
section. 
 
9.3.4 The Vietnamese LLL perspectives 
 
In Vietnamese discourse,  LLL refers to continuing education and belongs to 
the non-formal education sector, separated from the formal education system 
(Pham 2009; Pham and Tran 2009). Thus, LLL is attached with distance 
learning organised by open universities, vocational training, non-formal 
schooling programmes at lower secondary and upper-secondary levels, 
literacy and post-literacy courses, foreign language and IT courses, and so on, 
which seems to be unrelated to university education. As Dr. Hung, Dean of 
Sociology, posited: 
,IHHOWKDWZHVKRXOGQ¶WWDONDERXW///DWXQLYHUVLW\OHYHO because I think 
this happens beyond university. The main goal of university education is 
achieving the learning outcomes set by the university within the four year 
periods. Universities just equip students with background knowledge and 
skills so that they can upgrade their knowledge and skills later on; 
WKHUHIRUH ZH FDQ¶W H[SHFW WKDW VWXGHQWV DUH SUHSDUHG IRU HYHU\WKLQJ DW
university level.     
 
That can explain why LLL was absent LQWKHOHFWXUHUV¶ interviews, yet it was 
one of the things they were trying to do through their teaching, assessment, 
and extra-curricular activities. Arguably, due to the separation of LLL from 
formal education and HE, it may be regarded as something that happens 
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elsewhere and neglected in the University agenda, which can limit VWXGHQWV¶
opportunities to be equipped with important capacities for LLL.  
 
In brief, I have explained the similarities and differences between the UK and 
Vietnamese case in terms of the national economic and HE contexts, 
assessment cultures and approaches, national social and cultural values, and 
the Vietnamese perspective on LLL. The UK as a developed country and 
Vietnam as a developing country, the recent emphasis on formative 
assessment in the UK and the exam-GRPLQDQWFXOWXUH LQ9LHWQDP WKH8.¶V
focus RQLQGLYLGXDOLW\DQG9LHWQDP¶VRQFROOHFWLYLW\DVZHOODVWKHVHSDUDWLRQ
of LLL from HE in Vietnam ± these broader contextual features influenced 
and shaped the differences and similarities in assessment in the two sites and 
helped explain why more elemenWV RI%RXG¶V IUDPHZRUN ZHUH IRXQG LQ WKH
UK than in Vietnam. However, from the comparison, both cases showed 
LQFRPSOHWH SLFWXUHV RI %RXG¶V IUDPHZRUN (see Table 9.1); simultaneously, 
they also possessed features that the framework overlooked, which will be 
explored in the following section.  
9.4 Reframing %RXG¶VIUDPHZRUN of sustainable assessment 
I will now HYDOXDWHDQGUHIUDPH%RXG¶VIUDPHZRUN of sustainable assessment 
as an attempt to capture the complexity of educational reform which is 
possibly overlooked in the framework: different contexts present different 
challenges to reform. In doing so, I will attempt to answer these questions: 
How helpful is %RXG¶VIUDPHZRUN in looking at assessment in very different 
countries? Is the notion of assessment for LLL applicable in practice? What 
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are its strengths and limitations for this research? I will also argue that %RXG¶V
framework of sustainable assessment designed in a Western context seems to 
apply more in the UK than the Vietnamese case, and thus it should be 
reframed in order to be more applicable in cross-national contexts.  
 
+RZ%RXG¶VIUDPHZRUNORRNVOLNHLQHDFKFDVH is influenced by the national 
economic, socio-cultural and HE contexts, assessment culture and approaches, 
and conditions that influence and shape the teaching and assessment policies, 
perspectives, and practices of each country. In the UK context, the framework 
will be something like Figure 9.1 below. 
 
However, in the Vietnamese case, this framework will include some different 
components from the UK, as shown in Figure 9.2. 
 
Figure 9.1 Boud's framework of sustainable assessment in the UK context 
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Although the analysis suggests that both cases present incomplete pictures of 
this framework, due to %RXG¶VRZQWestern context, more elements can be 
seen in the UK. From the two figures, it is obvious that the UK case has more 
DGYDQWDJHVLQHQDEOLQJ%RXG¶VIUDPHZRUNWKDQWKH9LHWQDPHVHFDVH7KH8.
conditions are mainly time and student numbers; yet in Vietnam, due to the 
contextual differences and constraints of HE, there are much more, namely 
having assessment policy with detailed guidelines, standards, and criteria, 
decentralisation of HE system to give institutions and lecturers more 
autonomy, support and encouragement from the centre, improving teaching 
and learning resources, initial and continuing PD, and integrate LLL into HE 
system. Arguably, that does not mean that %RXG¶V IUDPHZRUN is unlikely to 
 
Figure 9.2 Boud's framework of sustainable assessment in the Vietnamese 
context 
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work in Vietnam and that people should wait until all conditions are met in 
order to apply it. The peer-feedback intervention, which is a response to 
Boud, shows that some of its elements can work effectively when tailored to 
be appropriate to the context and a few of these conditions are met in order for 
the application to be sustainable. Also, in spite of so many constraints, most 
lecturers in the two departments were trying to do things in and beyond this 
framework to help students learn not only their professional capacities but 
also informal ethical lessons to live well as part of the community. Thus, 
elements which are still missing or weak in the present practices of both the 
UK and Vietnam will potentially work if the HE conditions are improved and 
more changes are carried out.  I will now move on to evaluate the strengths 
DQGZHDNQHVVHVRI%RXG¶VIUDPHZRUNIRUWKLVUHVHDUFKDVDEase for it to be 
reframed. 
 
6WUHQJWKVDQGOLPLWDWLRQVRI%RXG¶VIUDPHZRUNfor this research 
 
One of the strengths of this framework is that it is multi-dimensional and 
includes both practical and theoretical dimensions. It not only looks at many 
different and important aspects of assessment practices: engaging students, 
authentic activities, learning and judgement, giving and receiving feedback, 
working with peers, and so on, but it also provides a theoretical base with four 
main features ± being sustainable, developing informed judgement, 
constructing reflexive learners, and forming the becoming practitioners. 
Essentially, it brings about a new discourse of assessment, bridging 
assessment to LLL in arguing for another purpose of assessment ± preparing 
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students for LLL, in addition to the other two: for certification and for 
supporting student learning at university. Although not all elements and 
features are applied in both the UK and Vietnamese cases, the empirical data 
illustrates that the notion of assessment for LLL can be applicable in practice, 
and that the framework seems to be helpful for the two universities to reflect 
on, rethink and improve their policies and practices. The framework may also 
provide a vision for assessment at the two universities in the future ± how 
DVVHVVPHQW VKRXOG EH LI LW DLPV DW QRW RQO\ VXSSRUWLQJ VWXGHQWV¶ SUHVHQW
learning but also preparing for LLL.    
 
However, this framework is built in a Western context, thus it might work 
better in some contexts than others, as shown in the UK and Vietnamese 
cases. Also, there is not much emphasis on citizenship or relationships, which 
PLJKWEHLPSRUWDQWµIXQFWLRQLQJV¶± what the students are actually able to do 
and to be (Walker 2006) ± as was the case in the Vietnamese context and was 
one of the focuses of both learning and assessment. Perhaps it might be useful 
here to explorHWKHµIXQFWLRQLQJ¶DQGµKXPDQFDSDELOLWLHV¶LQRUGHUWRFRQVLGHU
to what extent they are present in the two cases as the background to make 
developing human capabilities and functionings one of the components in the 
reworking of %RXG¶VIUDPHZRUN.       
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,OOXPLQDWLQJµIXQFWLRQLQJV¶DQGµKXPDQFDSDELOLWLHV¶IURPWKHGDWD 
 
Evidence from the UK case suggests that, through teaching and assessment 
practices, students have been given the opportunities and freedom for 
µIXQFWLRQLQJV¶ DORQJ WKHVH IRXU LQWHUORFNLQJ GLPHQVLRQV ± becoming critical 
thinkers, independent learners, and those who are employable and able to 
work cooperatively with others. In fact, they could make their own choice of 
assessment topics and decide how they want to do them; they had 
opportunities to do group work, write critical and analytical essays; they were 
equipped with professional knowledge and transferable skills for 
employability, and so on. Therefore, one could argue that, to some extent, 
there were some attempts in the UK case to develop these four dimensions 
ZKLFKPLJKWEHFDOOHGµIXQFWLRQLQJV¶DQGKuman capabilities in order to have 
a richer human life.  
 
Being multi-dimensional, the human capability approach has some resonance 
ZLWK %RXG¶V IUDPHZRUN ,I DOO HOHPHQWV LQ %RXG¶V IUDPHZRUN KDSSHQHG
WRJHWKHU LQ WKH 08¶V DVVHVVPHQW SUDFWLFHV IRU H[DPSOH students were 
engaged in learning and assessment activities, able to design assessment, to 
develop informed judgement and so on, one would expect that these 
functionings could contribute to being a rich human life. However, from the 
empirical evidence in the UK case, not all elements of the framework were 
SUHVHQW VRPH RI WKHP ZHUH VWLOO ZHDN DQG HVSHFLDOO\ WKH µVHOI¶ ZDV PXFK
PRUHVWURQJO\IRFXVHGWKDQµRWKHUV¶WKHVHVKRZDOLPLWHGVHWRIIXQFWLRQLQJV
RUDµWKLQ¶FDSDELOLWLHVDSSURDFK 
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In the Vietnamese case, due to contextual differences, the traditional 
FROOHFWLYHYDOXHWKDWFRQVLGHUHGWKHJURXSPRUHLPSRUWDQWWKDQWKHµVHOI¶ZDV
highlighted. Thus, there seemed to be a richer focus on the relationship 
functionings, with a deeper cooperation which could be seen through teaching 
and extra-curricular activities with the integration of citizenship education that 
encourage students to care and be more responsible for others and contribute 
to the public good. Yet, similar to the MU, the HCMU also showed an 
iQFRPSOHWH SLFWXUH RI %RXG¶V IUDPHZRUN RU D µWKLQ¶ FDSDELOLW\ DSSURDFK
which, as one might argue, is important to human development in both cases. 
(VSHFLDOO\ XQGHU WKH µLQYDVLRQ¶ RI LQWHUQDWLRQDO HVSHFLDOO\ :HVWHUQ FXOWXUH
due to globalisation and internationalisation, Vietnam needs to focus on 
human development which subsumes economic development, but is not 
superceded by the economy.       
 
*LYHQWKHVWUHQJWKVDQGOLPLWDWLRQVRI%RXG¶VIUDPHZRUNDQGWKHLPSRUWDQFH
of human capabilities and functionings in both cases, one might argue for it to 
be reframed to include a more expansive version of LLL, with concerns for 
the development of human capabilities and functionings and the components 
that may help capture the complexity of assessment in different countries, 
such as the national economic, socio-cultural and HE context, assessment 
culture and approaches, conditions that enable the framework, as shown in 
Figure 9.3. With these features, this adapted framework tends to be more 
expansive and can be used in different contexts, compared to the ones in 
Figures 9.1 and 9.2. 
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7RVXPXSLQHYDOXDWLQJWKHVWUHQJWKVDQGZHDNQHVVHVRI%RXG¶VIUDPHZRUN
for this research, it is clear that the framework is useful for looking at 
assessment in different countries and can provide a vision for the two cases to 
improve their assessment policy and practice towards supporting both 
learning at university and LLL. However, as built in a Western context, this 
framework might not fully capture the complexity and variations of national 
contexts, especially those belong to the non-western world, and insufficient 
attention has been paid to developing human capabilities and functionings for 
the public good. As such, it has been reframed with the inclusion of these 
features. 
  
 
Figure 9.3 Reframing Boud's framework of sustainable assessment 
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9. 5 Conclusion 
This chapter has compared and contrasted assessment in the two cases 
WKURXJKWKHLUNH\DVVHVVPHQWIHDWXUHVDQGWKHOHQVRI%RXG¶VIUDPHZRUN7KH
similarities and differences have been explained by the influences of the 
national economic and HE context, assessment culture and approaches, socio-
cultural values, and the Vietnamese perspective on LLL. Overall, more 
HOHPHQWV RI %RXG¶V IUDPHZRUN ZHUH IRXQG LQ WKH 8. WKDQ WKH 9LHWQDPHVH
University; however, it also emerged from the analysis that the UK case 
seemed to WDNH D PRUH µUHGXFWLYH¶ /// DSSURDFK LQ IRFXVLQJ RQ WKH
GHYHORSPHQW RI WKH µVHOI¶ ZKHUHDV LQ WKH 9LHWQDPHVH FDVH D PRUH
µH[SDQVLYH¶ DSSURDFK RI /// FRXOG EH VHHQ WKURXJK DQ HPSKDVLV RQ
µRWKHUQHVV¶ 2Q WKLV EDVLV %RXG¶V IUDPHZRUN KDV EHHQ UHIUDPHG WR LQFlude 
assessment cultures and approaches and national socio-economic and HE 
contexts. Such reframing also links %RXG¶VLGHDRIVXVWDLQDEOHDVVHVVPHQWWKDW
assessment in HE should aim at supporting both learning at university and 
LLL with a more expansive version of LLL that emphasises the development 
of human capabilities and functionings of the student in order to have a richer 
human life. Thus, this adapted framework may provide more flexibility for 
use in different national contexts.   
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10 Chapter ten: Conclusion 
 
10. 1 Introduction 
Chapter nine compared and explained the differences and similarities of the 
8. DQG 9LHWQDPHVH FDVHV DV ZHOO DV UHIUDPLQJ %RXG¶V IUDPHZRUN RI
sustainable assessment to include the development of human functionings and 
to be more flexible in different socio-economic and cultural contexts. This 
chapter will provide a summary of the thesis, its implications for policies and 
practices, its contributions and limitations, and suggest further research. 
Because the UK case is used as an example for potential changes in Vietnam, 
more focus will be put on implications for the Vietnamese assessment policies 
and practices than the UK. However, this does not mean that only the 
Vietnamese case can gain benefits from the study. Indeed, each institution can 
learn from the other, and this research is beneficial for MU as well as HCMU. 
The study does not seek generalisations; instead, through the implications 
drawn from a particular comparative portrayal of assessment at the two UK 
and Vietnamese universities, it invites readers to infer or link these cases to 
their own circumstances. 
 
The thesis addressed five research questions, which are repeated here for 
clarity: 
1. What are the features of current assessment policies at the level of the 
University and in Social Science and Humanities undergraduate 
programmes under conditions of globalisation and internationalised HE at 
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the MU ± UK and the HCMU ± Vietnam in respect of 
(i) student learning 
(ii) assessment and desirable graduate outcomes 
(iii) assessment and LLL. 
2. What are the assessment philosophies and practices of lecturers in 
selected Social Science and Humanities departments of the MU and 
the HCMU in relation to 
(i) student learning 
(ii) desirable graduate outcomes 
(iii) LLL 
3. What are student experiences of assessment at selected departments of the 
two universities? In what way (if at all) has assessment developed them as 
lifelong learners?   
4. How do we explain the similarities and differences of these assessment 
policies, philosophies and practices, and the impact and effect for student 
learning? Which conceptual framework provides robust explanatory 
power?  
5. ,QWKHOLJKWRIWKHVHVLPLODULWLHVDQGGLIIHUHQFHVWRZKDWH[WHQWLV%RXG¶V
framework of sustainable assessment useful theoretically and 
operationally for the two case study contexts, and as a guide to improving 
practices? 
 
The comparison of the two cases highlighted variations of assessment in the 
two national contexts, one in the West and the other in the East with different 
assessment cultures and approaches. In the UK case, assessment was 
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characterised by a tension betweeQWKH8QLYHUVLW\VHQLRUPDQDJHUV¶QHROLEHUDO
YLHZSRLQWDQGOHFWXUHUV¶HGXFDWLRQDOSHUVSHFWLYHRQDVVHVVPHQWZLWKDVWURQJ
focus on feedback and the development of critical, independent, creative, 
cooperative and employable graduates as key learning outcomes in both 
Sociology and English undergraduate programmes. In the Vietnamese case, 
although assessment was traditionally exam-based, there were signs of 
reforms with the implementation of strategic assessment practices borrowed 
from the West and an emphasis on group work in learning and assessment 
activities. However, the greatest difference is the focus on individualistic 
values in the UK case, and collective values in the Vietnamese case. 
However, across the two cases, where East meets West can be seen in 
common values shared by UK and Vietnamese lecturers: their emphasis on 
intrinsic learning and commitment to support students to become good 
SURIHVVLRQDOV DQG FLWL]HQV LQ IXWXUH 9LHZHG WKURXJK WKH OHQV RI %RXG¶V
framework, assessment in both cases was an imperfect realisation of it 
although more elements were found at MU than at HCMU. These similarities 
and differences of assessment perspectives, policies, and practices were 
explained in terms of national contexts, socio-economic situations, history, 
cultuUDOYDOXHVRIWKH:HVWDQGWKH(DVW7KHDUJXPHQWZDVPDGHWKDW%RXG¶V
framework can offer a vision for the two cases to aim at changes in their 
assessment perspective and practices. However, it should also be reframed to 
include contextual and cultural features of assessment, as well as the 
development of human capabilities and functionings in order to be more 
applicable in different national contexts. 
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7KHUHZRUNLQJRQ%RXG¶VIUDPHZRUNZLWKWKHLQFOXVLRQRIKXPDQFDSDELOLWLHV
and functionings may encompass a fuller range of HE goals discussed earlier 
LQ WKH WKHVLV µIRU HFRQRPLF ZHDOWK DQG LQGLYLGXDO SURVSHULW\ IRU LQGLYLGXDO
IXOILOPHQWDQGWUDQVIRUPDWLRQDQGIRUFLWL]HQVKLSLQDGHPRFUDF\¶%RRWKet 
al. 2009: 929). It takes a more expansive and humanistic view of pedagogy 
and LLL that aims at not only developing the individual who is critical, 
creative, independent, and reflexive, but also nurturing their concerns and 
responsibility for others in community and society (Barnett 2006; McLean 
2006; Walker 2012). Thus, the adapted framework emphasises the formation 
of intellectual and moral functionings for the individual in order to become 
WKHEHWWHUµVHOI¶DQGEHDEOHWRPDNHFRQWULEXWLRQWRVRFLHW\ 
10.2 Implications for policy and practice 
In exploring what is happening in assessment in the MU and the HCMU on a 
FRPSDUDWLYH EDVLV DQG WKURXJK WKH OHQV RI %RXG¶V IUDPHZRUN WKLV VWXG\
suggests some significant implications for policy and practice. The analysis of 
the findings, using four conceptual features and eight key practical elements 
RI %RXG¶V IUDPHZRUN FDOOV IRU WKH QHHG WR UHFRQFHSWXDOLVH DVVHVVPHQW
discourse to include preparing students for LLL, put LLL into the learning 
and assessment policy, and make it an important learning goal and important 
outcome of the whole programme in both cases. This will serve as the 
grounds to reframe teaching, learning, and assessment towards meeting both 
HE learning and LLL requirements. However, due to the assessment 
differences, each case may move towards sustainable assessment differently.    
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10.2.1 Implications for the UK case 
 
The findings indicate that the UK case has a well-established and well-
PRQLWRUHGDVVHVVPHQWUHJLPHZLWKGHWDLOHGJXLGHOLQHVIRUSUDFWLFHVOHFWXUHUV¶
educational perspective on assessment, good resources and ICT. These 
provide advantageous conditions for aSSO\LQJPRUHRI%RXG¶VIUDPHZRUN LQ
WKH XQLYHUVLW\¶V SROLF\ DQG SUDFWLFHV +RZHYHU PDNLQJ /// D NH\ OHDUQLQJ
goal and focus of learning and assessment requires more amendments of 
policy and changes in learning and assessment practices. This cannot be done 
ZLWKRXW VHQLRU PDQDJHUV¶ FKDQJH RI WKHLU DUJXDEO\ QHROLEHUDO PLQGVHW
FRPSURPLVLQJOHFWXUHUV¶HGXFDWLRQDOSHUVSHFWLYHERWKPDQDJHUVDQGOHFWXUHUV
need to consider the preparation for genuine and sustainable LLL important in 
HE. This also requires an alignment between HE curriculum, learning 
outcomes, and teaching, learning and assessment with LLL, as Boud (2010a) 
UHPDUNV$PRQJWKHIRXUPDLQDVVHVVPHQWIHDWXUHVRI%RXG¶VIUDPHZRUNWKH
HYLGHQFHVXJJHVWVWKDWPRUHHPSKDVLVVKRXOGEHSXWRQGHYHORSLQJµLQIRUmed 
MXGJHPHQW¶ DQG UHIOH[LYLW\ ZKLFK FDQ EH FDUULHG RXW ZLWK PRUH SHHU
assessment and self-assessment tasks, reflective practices, as well as different 
learning and assessment activities integrated in all stages of the programme. 
$OVR WKH GHSDUWPHQWV¶ FRncentration on giving more and better feedback 
proves to be an effective way to support student learning, and it is important 
to continue such practice. However, it seems that students need more face-to-
face and staged feedback on the drafts of their assignments.  
 
0RVWLPSRUWDQWO\WKHELDVHGIRFXVRQGHYHORSLQJWKHµVHOI¶RULQGLYLGXDOLVWLF
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YDOXHV LQ WKH ILQGLQJV VKRZVDGHILQLWHQHHGRIEDODQFLQJ LWZLWK µRWKHUV¶RU
collective values. 6XFK EDODQFH EHWZHHQ µVHOI¶ DQG µRWKHUV¶ EHFRPHV
increasingly important if we aim to prepare students to not only be 
employable, but also to face an DJH RI µVXSHUFRPSOH[LW\¶ and foster human 
capabilities, citizenship, and lifelong learning (Barnett 2006; Walker 2012).  
As Booth et al. (2009) argue, university education should aim at forming not 
RQO\OHDUQHUV¶DXWRQRP\EXWDOVRWKHFDSDFLW\IRUHIIHFWLYHFRRSHUDWLRQZLWK
others, social awareness and responsibility. As such, the HCMU system can 
offer the MU system a perspective on the benefits of collective values, 
emphasised through the teaching and learning process and extra-curricular 
DFWLYLWLHV (VSHFLDOO\ WKH +&08¶V LPSOHPHQWDWLRQ RI WKH Holistic 
$VVHVVPHQWRIWKH6WXGHQW¶V6HOI-improvement (HASS) is an example of not 
only encouraging holistic assessment but also educating students to take 
responsibility for others and make contributions to society. 
 
10.2.2 Implications for the Vietnamese case  
 
The evidence shows some strengths of the Vietnamese case that need to be 
SUHVHUYHG DQG SURPRWHG WKH OHFWXUHUV¶ VWURQJ FRPPLWPHQW DQG GHVLUH WR
change their practices to help students improve their learning in spite of many 
constraints and challenges, their strategic use of borrowed assessment 
practices with careful considerations of contexts and cultures, their emotional 
concerns and care for students, and the implementation of the HASS. Most 
importantly, their emphasis on forming collective values for students ± 
educating them to live well in community and to show concerns for other 
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people ± should be encouraged and considered as one of the key learning 
goals in university education, as well as integrated in the curricula and the 
teaching, learning, and assessment process. Especially when these values are 
in danger of being diminished in the contemporary Vietnamese society, 
nurturing and developing these traditional values in education is significant in 
order to retain national and cultural values and identities. All of these provide 
advantages for potential assessment reforms towards sustainable assessment.  
 
However, the study also implies the necessity for the Vietnamese university to 
make changes, and findings about assessment in the UK may bring about 
important implications for Vietnam in the change process. Its policies, 
assessment guidelines, standards and criteria may provide good examples for 
Vietnam to look at, compare the assessment regime, strategically select, and 
adapt what can be appropriate to the Vietnamese context in order to establish 
detailed guidelines and written sets of standards and criteria for assessment 
that the Vietnamese university still lacks. This will help Vietnamese lecturers 
assess students based on standards and criteria rather than on their own 
intuitive judgement, and thus may reduce subjectivity and make the marking 
process fairer to students. In addition, the UK experience on choosing and 
aligning assessment tasks with the learning outcomes of the course and the 
whole programme can also be selectively applied in Vietnam. In terms of 
assessment practices, the UK assessment tasks that develop criticality, 
reflexivity, and capacity for judgement may be borrowed and adjusted to be 
suitable for the Vietnamese context. The results from the peer-feedback 
intervention at the HCMU prove that such strategically borrowed practices 
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may work in Vietnam.    
 
:LWK WKH ZHDN SUHVHQFH RI VRPH HOHPHQWV RI %RXG¶V IUDPHZRUN LQ WKH
research findings, especially in forming reflexive, autonomous learners and 
the judgement ability, the Vietnam university needs to do a lot more to change 
its policy and practices.  The most important thing is to reconceptualise the 
discourse of LLL, which is perceived to be completely separated from HE, so 
as to closely connect with HE. This can serve a base to design policies and 
strategies to move towards sustainable assessment. Significantly, the MOET 
and the University Management Board need to support and encourage 
lecturers to make changes in their teaching and assessment in terms of 
policies, reward systems, facilities, and PD. Constraints found in HCMU call 
for decentralising the top-down management system, and shifting from 
controlling to supporting lecturers and students. Accordingly, the assessment 
regime and regulations should be more flexible and give lecturers more 
autonomy, and it is necessary to have more dialogues between policy makers 
and lecturers about teaching, learning, and assessment policies and practices. 
,Q DGGLWLRQ OHFWXUHUV¶ GHPDQGV IRU 3' DVVHVVPHQW FRXUVHV DW WKH +&08
should also be met with the launch of initial and continuing PD courses taught 
by assessment specialists at or outside the university. Upgrading teaching and 
learning facilities, especially the library system, is also required. Above all, 
increasing the present low salaries for lecturers is an urgent action that should 
be done immediately so that they can concentrate and spend more time on 
teaching and doing research at the university instead of teaching many other 
extra courses outside to earn money for their living expenses. If the salary 
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problem in public universities is not solved, it may be very difficult to start or 
sustain any reform.          
10.3 Contributions of the study 
7KLV LV DQ RULJLQDO UHVHDUFK SURMHFW WKDW XVHV %RXG¶V IUDPHZRUN WR ORRN DW
assessment in HE on a comparative basis, and thus it has significant 
FRQWULEXWLRQV WR NQRZOHGJH 7KH VWXG\ ERWK DSSOLHV DQG GHYHORSV %RXG¶V
IUDPHZRUNDQGGHHSHQVUHDGHUV¶XQGHUVWDQGLQJDERXWVXVWDLQDEOHDVVHVVPHQW
and how it can be operationalised and reframed to be more applicable in 
different national contexts. Thus, it may contribute to the international 
development of contemporary assessment theories and practices. Essentially, 
the key contribution of the study is that it is comparative. As Crossley and 
Watson (2003) remark, comparative research contributes to providing policy 
makers, educators, and researchers with better understanding of their own 
educational system and serving as guidance to educational development and 
reform. This study is no exception. Its findings and explanations about 
assessment in the UK and Vietnamese cases in terms of socio-economic, 
historic, and cultural contexts can help both universities reflect upon and 
make further changes in their learning and assessment practices. Most 
importantly, the findings can serve as good examples for shaping and guiding 
assessment reform in Vietnamese universities as the core to redesign the 
curriculum, teaching, and learning in order to equip students with real-life 
knowledge and skills. This is necessary for their future life and for the 
development of the country.  Also, the findings, when applied, may 
potentially move assessment in Vietnamese universities towards 
306 
 
contemporary assessment theories and practices, thus may close the gaps 
between international and Vietnamese HE. Therefore, the study may be useful 
to the development of student assessment in both the UK and Vietnamese 
cases, and hopefully it may also be useful more widely in the UK and 
Vietnam.  
10.4 Further research 
The study is narrowed down to investigating assessment in English and 
Sociology departments of the two universities. However, it has thrown up 
many issues that possibly need to be explored in future research. The research 
can be expanded to other subject disciplines in social sciences in both UK and 
Vietnamese HE, or a comparison among different subject disciplines within 
universities in one country. Also, action research on applying elements of 
%RXG¶V IUDPHZRUN LQ FKDQJLQJ +( DVVHVVPHQW SUDFWLFHV LQ WKH 8. RU
Vietnamese universities can be carried out. It would also be interesting to 
explore the alignment between HE learning and assessment and LLL in the 
UK and Vietnam. Especially, the findings of the Vietnamese case may 
provide insights for a number of further research on LLL in Vietnam and how 
to integrate LLL into Vietnamese HE or on curriculum, teaching, learning and 
assessment reform towards preparing students for LLL.    
 
In summarising the findings and exploring its implications for policy and 
practice, contributions and limitations, as well as further research which can 
be followed, the study invites readers to think about and discuss the following 
issues: How helpful is the adapted framework developed through this research 
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in looking at assessment for expansive LLL in different countries? Is the 
notion of sustainable assessment easily applicable in practice? Given the 
applicability of the adapted framework, how should assessment policies be 
changed to support its implementation? These questions are of critical 
importance because HE in both developed and developing countries needs to 
nurture well-rounded people for not only the purposes of personal and 
economic development, but also of expansive LLL and contributions to a 
better society.  
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Appendices 
Appendix 1 Letter to 08¶VHead of Department 
Dear Professor X, 
 
My name is Tham Nguyen.  I am a student from Vietnam, conducting research for 
P\3K'GLVVHUWDWLRQRQµAssessing Student Learning in Selected Social Sciences and 
Humanities Programmes at Universities in the UK and Vietnam: A Comparative 
Case Study¶ LQ WKH 6FKRRO RI (GXFDWLRQ DW 1RWWLQJKDP 0\ UHVHDUFK DLPV WR
investigate the similarities and differences in assessment policy, philosophy and 
practices in relation to desirable graduate outcomes and lifelong learning at two 
departments in the Midlands University and the Ho Chi Minh City University ± 
Vietnam.  From the identification and explanation of these similarities and 
differences, I hope this study will contribute in some way to the development of 
Vietnamese higher education, and also be useful to Midlands.  
 
I am hoping to collect data from the departments of English Studies and Sociology 
and Social Policy at Midlands. Therefore, I am writing to request your permission to 
do research in your department. This will include interviewing up to six lecturers (for 
around an hour each) whom you feel would have interesting things to say about 
assessment in the department. In particular I would like to ask about their assessment 
approach, their practices and experiences. I will make all arrangements to meet staff. 
In addition, I hope to speak to a small number of students and would like permission 
to display a poster asking for volunteers. I would also like to ask the staff I interview 
for their help, for example allowing me to briefly speak to their students at the end of 
a lecture. 
 
I would greatly appreciate your permission to do this research and suggestions of 
names of lecturers for me to contact. 
 
Yours sincerely, 
Tham Nguyen  
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Appendix 2 Letter to 08¶Vlecturers 
Dear Dr X, 
My name is Tham Nguyen.  I am a student from Vietnam, conducting research for 
P\3K'GLVVHUWDWLRQRQµAssessing Student Learning in Selected Social Sciences and 
Humanities Programmes at Universities in the UK and Vietnam: A Comparative 
Case Study¶ LQ WKH 6FKRRO RI (GXFDWLRQ DW 1RWWLQJKDP 0\ UHVHDUFK DLPV WR
investigate the similarities and differences in assessment policy, philosophy and 
practices in relation to desirable graduate outcomes and lifelong learning at two 
departments in the Midlands University and the Ho Chi Minh City University ± 
Vietnam. From the identification and explanation of these similarities and 
differences, I hope this study will contribute in some way to the development of 
Vietnamese higher education, and also be useful to Midlands.  
 
In order to conduct this case study I am collecting data in the departments of English 
Studies and Sociology and Social Policy.  Would you be willing to find time for a 
60-minute interview about your assessment approach, practices and experiences, as 
well as about teaching, learning and assessment policies in your department, at a time 
that suits you between now and the Christmas break?  
 
Your personal details will be anonymised and kept confidential, and the interview 
transcripts will be used only for the purposes of this study.  This data will only be 
available to myself and will not be passed onto any third parties. It will, however, be 
discussed with my supervisors, Professor Melanie Walker and Dr Monica McLean 
who will equally respect the confidentiality of the interview and interviewee. I shall 
also prepare a suitable consent form for you to sign before the interview starts. At 
any time during the interview, if you decide you do not wish to answer any further 
questions you are free to withdraw. 
 
Should you require further information, please do not hesitate to contact me by email 
at ttxtn1@notttingham.ac.uk 
Thank you very much for your help and support. 
Yours sincerely, 
Tham Nguyen  
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Appendix 3 Student focus group poster for the MU 
 
 
 
 
 
 
 
 
 
 
  
Are you willing to share your views about being 
assessed with me?  
My name is Tham Nguyen.  I am a student from Vietnam, conducting research for my PhD 
GLVVHUWDWLRQ RQ µAssessing Student Learning in Selected Social Sciences and Humanities 
Programmes at Universities in the UK and Vietnam: A Comparative Case Study¶ LQ WKH
School of Education here at Nottingham.  
  
In order to conduct this case study I am collecting data in the departments of English 
Studies and Sociology and Social Policy, and I am going to conduct a focus group 
interview with around six final year students.  Would you therefore be willing to find 
time for a focus group interview about your assessment experiences and about how you 
would like to be assessed?  
  
Your personal details will be anonymized and kept confidential.   I shall also ask you to 
sign a suitable consent form before the interview starts. At any time during the interview, if 
you decide you do not wish to answer any further questions you are free to withdraw. 
  
FINALLY, EACH PARTICIPANT IN THIS RESEARCH WILL 
RECEIVE £10 CASH. 
 If you  are interested in taking part  or if  you require further information you can contact 
me by email at ttxtn1@notttingham.ac.ukor text your name & email address to 0794 
3007 888  to confirm your interest. 
07943 
007888 
07943 
007888 
 
07943 
007888 
 
07943 
007888 
 
07943 
007888 
 
07943 
007888 
07943 
007888 
 
07943 
007888 
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Appendix 4 Interview schedules at the MU 
 
Name Position Time 
 
School of Sociology and 
Social Policy  
  
1. Dr. Darcy Director of Undergraduate 
studies & lecturer 
16pm, Wednesday, 4th 
Nov., 2009 
2. Dr. Bennett 
 
Undergraduate convenor & 
university teacher 
11 am, Tuesday, 17th 
Nov., 2009 
3. Dr. Fielding Director of Teaching & 
lecturer 
10 am, Wednesday 25 th 
Nov., 2009  
4. Dr. Maguire Lecturer 3:30 pm Friday 27th 
Nov., 2009  
5. Dr. Jones Lecturer 12 pm, Thursday, 19th 
November 2009 
Student focus group: 
Una, Mark, Tom and 
Daniel  
 
 
Final year students 
 
3pm Thursday, 
December 10th , 2009 
School of English Studies 
 
 
 
 
1. Dr. Grant Director of Undergraduate 
programme & lecturer 
3pm, Monday 9th Nov., 
2009 
2. Dr. Curtis  Director of Undergraduate 
examinations 
9am, Tuesday 24th Nov., 
2009  
3. Prof. Davies  Professor 12:00 Tuesday 15 
December, 2009 
4. Dr. Alconbury 
 
Lecturer 
 
3pm Wednesday 3rd 
Feb., 2010 
5. Dr. Firth 
 
Lecturer 9am Thursday 4th Feb, 
2010 
Student focus group: 
Bridget, Jude, Molly, 
Jenny, Jodie, Helen, Jackie 
 
Final year students 
 
3 pm, Thursday 21st 
Jan.. 2010 
The University Head of 
Assessment 
The University Head of 
Assessment 
 
2pm Wednesday 2nd 
December 2009 
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Appendix 5 Letter to the departmental Management Board of the HCMU 
To: The Management Board of Faculty of Sociology/ English ± Ho Chi Minh 
City University ± Vietnam. 
 
My name is Nguyen Thi Hong Tham.  I am a lecturer in Vietnam. I am now 
FRQGXFWLQJ UHVHDUFK IRU P\ 3K' GLVVHUWDWLRQ RQ µAssessing Student Learning in 
Selected Social Sciences and Humanities Programmes at Universities in the UK and 
Vietnam: A Comparative Case Study¶VXSHUYLVHGE\3URIHVVRU0HODQLH:DONHUDQG
Dr. Monica McLean ± School of Education ± University of Nottingham ± UK. My 
research aims to investigate the similarities and differences in assessment policy, 
perspectives and practices in relation to desirable graduate outcomes and lifelong 
learning at two departments in the Midlands University and the Ho Chi Minh City 
University (HCMU) ± Vietnam.   
 
I am hoping to collect data from the faculties of English Studies and Sociology and 
Social Policy at the HCMU. Therefore, I am writing to request your permission to do 
research in your faculty. This will include interviewing five lecturers (for around an 
hour each) about their assessment approach, their practices and experiences. In 
addition, I hope to speak to around six students. To maintain confidentiality, the 
name of our university and names of lecturers and students who agree to take part in 
this study will be changed, and the interview transcripts will be kept confidential and 
used only for the purposes of this study. 
 
I would greatly appreciate your permission to do this research at your faculty. 
       
Main supervisor     Nottingham March 24th, 
2010       Yours respectfully, 
Professor Melanie Walker    Nguyen Thi Hong Tham 
Professor of Higher Education,  
Director of Research, School of Education, 
Jubilee Campus, University of Nottingham  
Nottingham NG8 1BB  
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Letter to the Management Board of the departments of the HCMU in 
Vietnamese 
Kính gӱi: Ban chӫ nhiӋm khoa Xã hӝi hӑc/Ngӳ 9ăQ$QK, HCMU 
 
Tôi tên: NguyӉn Thӏ Hӗng Thҳm, là giҧQJYLrQÿҥi hӑc tҥi ViӋt Nam7{LÿDQJWKӵc 
hiӋQÿӅ tài nghiên cӭu cho luұQYăQWLӃQVƭFӫa tôi vӟi chӫ ÿӅ: µ1JKLên c ?u so sánh 
WU˱ ?ng h âp v f ÿiQKJLiK rc t Rp c 漀aVLQKYLrQFiFFK˱˯QJWUuQK.KRDK rc xã h ?i và 
1KkQ9ăQW ⤀iFiFWU˱ ?QJÿ ?i h rc Anh Qu vc và Vi lW1DP¶ GRJLiRVѭ0HODQLH:DONHU
và tiӃQVƭ0RQLFD0F/HDQ± 7Uѭӡng Giáo Dөc ± Ĉҥi hӑc Nottingham ± 9ѭѫQJ4Xӕc 
Anh ± Kѭӟng dүQĈӅ tài này nhҵm nghiên cӭu sӵ giӕng nhau và khác nhau vӅ chính 
ViFKTXDQÿLӇm và thӵc trҥQJÿiQKJLiVLQKYLrQWURQJPӕLWѭѫQJTXDQYӟi kӃt quҧ 
ÿҫu ra và vҩQÿӅ hӑc tұp suӕWÿӡi tҥi hai khoa ± Khoa Xã Hӝi Hӑc và khoa Ngӳ 9ăQ
Anh cӫDWUѭӡQJĈҥi hӑF1RWWLQJKDPYjĈҥi hӑc Tp. HCM. 
 
 Vì vұ\W{LOjPÿѫQQj\NtQK[LQ%DQFKӫ nhiӋPNKRDFKRSKpSW{Lÿѭӧc thu thұp dӳ 
liӋu nghiên cӭu tҥi Quý Khoa, bao gӗm: phӓng vҩn 5 giҧng viên (mӛi giҧng viên 
khoҧng 1 giӡ) và phӓng vҩQ QKyP  VLQK YLrQ QăP FXӕi. ĈӇ bҧo mұt, tên cӫa 
WUѭӡQJĈҥi hӑc và tên cӫa giҧng viên và sinh viên tham gia vào nghiên cӭu này 
sӁ ÿѭӧFWKD\ÿәi. Dӳ liӋXWKXÿѭӧc sӁ ÿѭӧc giӳ bí mұt và chӍ sӱ dөng cho mөc 
ÿtFKQJKLrQFӭu cӫDÿӅ tài này. 
 
Trong khi chӡ ÿӧi sӵ chҩp thuұn cӫa Quý Khoa, tôi xin chân thành cҧPѫQ 
        
       
Xác nhұn cӫD*LiRVѭKѭӟng dүn chính  Nottingham, 24/3/2010 
    
.êWrQÿyQJGҩu)      .tQKÿѫQ 
 
*LiRVѭ0HODQLH:DONHU    NguyӉn Thӏ Hӗng Thҳm 
*LiRVѭYӅ Giáo dөFĈҥi hӑc    Nghiên cӭu sinh tiӃQVƭ 
*LiPÿӕc Nghiên cӭu      
7Uѭӡng Giáo Dөc, 9ѭѫQJ4Xӕc Anh   
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Appendix 6 Interview schedules at the HCMU 
Name Position Time 
 
Department of Sociology 
 
  
Dr.Hung Dean 9am, Tuesday, May 4th, 
2010 
Dr. Hoa Lecturer 10am, Monday, April, 26th, 
2010 
Ms.Yen lecturer 9am, Tuesday, April 20th, 
2010 
Ms.Huong Lecturer 10:30, Friday, June 4th, 2010 
Mr. Tan Lecturer 10am, Tuesday, June 1th, 
2010 
Student focus group: 
Thao, Ha, Lan, Hai, Ngoc, 
Le 
 
 
Final year students 
 
2pm, Monday, April 3rd, 
2010 
Department of English   
 
 
1. Dr. Mai Dean 9 am, Tuesday June, 6th, 
2010 
2.  Dr. Lam Vice-dean  11 am, Thursday, June, 10th, 
2010 
3. Ms. Phuong Lecturer  
4. Mr.Minh Lecturer 2pm Wednesday, April 28th, 
2010 
5. Ms.Chi lecturer 10am, Tuesday, April, 27th, 
2010 
Student focus group: 
Kien, Kim, Trang, Huy, Ly, 
Mai 
 2pm, Friday, May 7th, 2010 
 
Student focus group in the 
peer feedback 
intervention: 
Long, Lan, Ly, Quy, Phung. 
 
  
3pm Tuesday, May 11th, 
2010 
Dr. Kim The University Head 
of Assessment 
3pm, Wednesday May 12th, 
2010 
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Appendix 7 Lists of policy documents in the two cases 
The MU The HCMU 
4$$¶ V &RGH RI 3UDFWLFH ± Section 6: 
Assessment of students.  
The Burgress Report. 
7KH08¶V4XDOLW\0DQXDO 
7KH 08¶V /HDUQLQJ DQG 7HDFKLQJ
Strategies 2007±2012; 2011±2015. 
Teaching at the MU 2010.  
General information about the University 
IURPWKH08¶VZHEVLWH 
7KH08¶VVWUDWHJLF3ODQ±2015. 
University Newsletter, Spring 2010. 
Sociology undegraduate student handbook 
2009-2010. 
6RFLRORJ\¶V XQGHUJUDGXDWH VWXGLHV
brochure. 
Sociology Module Catalogues 2009±2010. 
Sociology Three Year Plan 2009/2010±
2011/2012. 
Sociology module-based generic feedback. 
English undegraduate  studies brochure. 
English Module Catalogues 2009±2010. 
English Module feedback 2010. 
Producing assessed coursework: A guide 
for English Undergraduate and Masters 
students.  
Feedback and attendance Review (2009): 
Policy Document ± English. 
02(7¶V 5HVROXWLRQ RQ 2UJDQLVLQJ +(
teaching, learning, and Assessment for 
Regular Students (Resolution 4) in 1999. 
02(7¶V 5HVROXtion 31 ± Regarding to 
Piloting HE teaching, learning, and 
assessment in the Credit-based System for 
Regular Students in 2001.  
Resolution on Organising HE Teaching and 
Learning for Regular Students (Resolution 
25) in 2006. 
02(7¶V5HVROXWLRQRQ+(7UDLQLQJ in the 
Credit-based System for Regular Students 
(Resolution 43) in 2007. 
02(7¶V 5HVROXWLRQ RQ +ROLVWLF
$VVHVVPHQW RI WKH 6WXGHQW¶V 6HOI-
improvement in 2007. 
7KH+&08¶VVWUDWHJLFSODQ-2015.  
General information about the University 
RQWKH+&08¶Vwebsite 2011. 
7KH+&08¶UHJXODWLRQVRQ WUDLQLQJ LQ WKH
credit-based system for regular students 
2009.  
Sociology Course description 2009±2010. 
Sociology Self-Evaluation Report 2009. 
Sociology Student Survey Report 2009±
2010. 
English Course Description 2009±2010. 
English Self-Evaluation Report 2009. 
English Student Survey Report 2009±2010. 
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Appendix 8 An example of data analysis 
 Sub-themes 
and notes 
Themes 
Dr. Green: All of our modules in the first year and the 
second year are team-taught, so the module team will 
sit down and agree on what the assessment is going to 
be, how the students are going to be assessed and all 
of the work in the second year is moderated. And 
everything  is marked by the first marker, and 
examples goes on to other staff in the school to be 
moderated it to make sure the staff will find it 
consistently thought, and all our third year work is 
fully double marked, so we have two members of staff 
ORRNLQJDWWKHVDPHSLHFHDQGRIFRXUVHWKHUH¶V
samples of all the work of students across level will go 
to the external examiners as well, so from module to 
PRGXOHWKHUH¶VDQRSSRUWXQLW\WRHPSKDVLVHGLIIHUHQW
SRLQWVWKDW¶VPDGHFOHDULQWKHDVVHVVPHQWDQGWKHQ
in terms of different between markers, we tend to 
minimise that as much as possible through moderation 
and double mark. 
Tham: Could you explain why there are single 
markers and double markers? 
'U*UHHQLW¶VEHFDXVHWKHDPRXQWRIweighting 
recorded to each year, so our third year is weighted 
slightly KHDYLHUWKDQRXUVHFRQG\HDUWKDW¶VDSDUWRI
the reason, the other thing is that most or all the 
modules are team-taught DQ\ZD\VRWKHUH¶VOHVVVFRSH
WKHUHIRUSHUVRQDODUHDEHFDXVH\RX¶YHJRWDWOHDVWIRXU
people generally doing the marking on a module. And 
we have tutors marking for seminar and group work, 
and then that will go to another moderator who makes 
sure that all the tutors do the marking at the same 
level. Most of our third year modules are taught by 
LQGLYLGXDOPHPEHUVRIWKHVWDIIVRWKH\¶re very much 
concentrated around individual member researching 
LQWHUHVW6RLQWKDWVLWXDWLRQLW¶VRQO\WKHLQGLYLGXDO
VWDIIVRZHWKLQNLW¶VLPSRUWDQWWRKDYHVRPHERG\
looking at all of the work there, and of course, in that 
situation, the external functions as the moderator 
WKHUH7KHUH¶VDOZD\VDEDODQFHDVZHOOEHWZHHQWKH
amount of time that we can reasonably invest in the 
marking process as well, as we take on more students, 
so time constraint becomes more difficult to do the 
double marking. But it is important that we have that 
consistency approach. 
 
 
 
Mark 
moderation and 
double marking 
 
 
 
 
 
 
Reasons for 
double marking 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Time constraint 
 
 
Marking 
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Appendix 9 Participant consent form 
Project title: µAssessing Student Learning in selected Social Sciences and 
Humanities Programmes at Universities in the UK and Vietnam: A Comparative 
&DVH6WXG\¶ 
Researcher: Tham Nguyen 
Supervisors:  Professor Melanie Walker, Dr. Monica McLean 
 I have read the Participant Information Sheet and the nature and purpose of the 
research project has been explained to me. I understand and agree to take part. 
 I understand the purpose of the research project and my involvement in it. 
 I understand that I may withdraw from the research project at any stage. 
 I understand that while information gained during the study may be published, 
I will not be identified and my personal details will remain confidential.  
 I understand that I will be audiotaped during the interview and that the 
interview will be transcribed in full.  
 I understand that data will be stored in a secure database. They will only be 
used for the purposes of this study, only be available to the researcher and will 
not be passed onto any third parties.  
 I understand that I may contact the researcher or supervisor if I require further 
information about the research, and that I may contact the Research Ethics 
Coordinator of the School of Education, University of Nottingham, if I have 
any concerns relating to my involvement in the research. 
Signed «««««««««««««««««««««UHVHDUFKSDUWLFLSDQW 
Print name ««««««««««««««««« Date ««««««« 
Contact details 
Researcher:  Tham Nguyen 
Room C4, School of Education, The University of Nottingham,  
Jubilee Campus, Wollaton Road, Nottingham, NG8 1BB. 
Email: ttxtn1@nottingham.ac.uk 
Supervisors:  Professor Melanie Walker (Melanie.Walker@nottingham.ac.uk) 
  Dr. Monica McLean (Monica.Mclean@nottingham.ac.uk) 
School of Education Research Ethics Coordinator: 
educationresearchethics@nottingham.ac.uk  
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Participant consent form in Vietnamese 
BҦ1ĈӖNG Ý THAM GIA PHӒNG VҨN 
7rQ ÿӅ tài :Nghiên c ?X VR ViQK WU˱ ?ng h âp v f ÿiQK JLi K rc t Rp c ?a sinh viên các 
FK˱˯QJWUuQK.KRDK rc xã h 愀iYj1KkQ9ăQW ?LFiFWU˱ ?QJÿ ?i h rc Anh Qu vc và Vi lt 
Nam 
Nghiên cӭu sinh: NguyӉn Thӏ Hӗng Thҳm 
*LiRVѭKѭӟng dүQ*LiRVѭMelanie Walker và tiӃQVƭ0RQLFD0F/HDQ 
 7{Lÿmÿӑc bҧQWK{QJWLQFKRQJѭӡi tham gia nghiên cӭu và tính chҩt, mөFÿtFK
cӫDÿӅ tài nghiên cӭXÿmÿѭӧc giҧi thích cho tôi. Tôi hiӇXU}Yjÿӗng ý tham 
gia. 
 Tôi hiӇu rõ mөFÿtFKQJKLrQFӭu và sӵ tham gia cӫDW{LYjRÿӅ tài này. 
 Tôi biӃt rҵng tôi có thӇ rút lui khӓLÿӅ tài nghiên cӭu bҩt cӭ lúc nào. 
 Tôi biӃt rҵng khi thông tin cӫDÿӅ tài nghiên cӭXÿѭӧc xuҩt bҧn, tên và nhӳng 
chi tiӃt cá nhân cӫa tôi sӁ ÿѭӧc bҧo mұt. 
 Tôi biӃt rҵng cuӝc phӓng vҩn sӁ ÿѭӧc ghi âm và toàn bӝ cuӝc phӓng vҩn sӁ 
ÿѭӧc ghi lҥLÿҫ\ÿӫ. 
 Tôi biӃt rҵng dӳ liӋu sӁ ÿѭӧc bҧo mұt và chӍ ÿѭӧc dùng bӣi nghiên cӭu sinh 
cho mөF ÿtFK QJKLrQ Fӭu cӫD ÿӅ WjL Qj\ Yj NK{QJ ÿѭӧc chuyӇn cho bҩt cӭ 
QJѭӡi nào khác. 
 Tôi biӃt rҵng tôi có thӇ liên hӋ vӟi nghiên cӭu sinh hoһFJLiRVѭKѭӟng dүn 
nӃu tôi muӕn biӃt thêm thông tin vӅ ÿӅ tài nghiên cӭu và liên hӋ vӟLQJѭӡi phө 
trách vӅ ĈҥRÿӭc nghiên cӭu nӃu tôi có bҩt kǤ thҳc mҳFQjROLrQTXDQÿӃn sӵ 
tham gia cӫDW{LWURQJÿӅ tài này. 
1Jѭӡi tham gia nghiên cӭu 
Chӳ ký:-------------------------------------------------------- 
Hӑ và Tên: -------------------------------------------------------- Ngày tháng: ------------------
Chi tiӃt liên hӋ: 
Nghiên cӭu sinh: NguyӉn Thӏ Hӗng Thҳm, Room C4, School of Education, The 
University of Nottingham, Jubilee Campus, Wollaton Road, Nottingham, NG8 1BB. 
Email: ttxtn1@nottingham.ac.uk 
 
*LiRVѭKѭӟng dүn: Professor Melanie Walker (Melanie.Walker@nottingham.ac.uk) 
Dr. Monica McLean (Monica.Mclean@nottingham.ac.uk) 
 
1Jѭӡi phө trách vӅ ĈҥRÿӭc Nghiên cӭu ± 7Uѭӡng Giáo Dөc ± Ĉҥi hӑc Nottingham 
educationresearchethics@nottingham.ac.uk  
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Appendix 10 Letter to lecturers of the HCMU 
To: Dr. X ± Faculty of Sociology/English ± The Ho Chi Minh City University  
 
My name is Nguyen Thi Hong Tham.  I am a lecturer in Vetnam. I am now 
FRQGXFWLQJ UHVHDUFK IRU P\ 3K' GLVVHUWDWLRQ RQ µAssessing Student Learning in 
Selected Social Sciences and Humanities Programmes at Universities in the UK and 
Vietnam: A Comparative Case Study¶VXSHUYLVHGE\3URIessor Melanie Walker and 
Dr. Monica McLean ± School of Education ± University of Nottingham ± UK. My 
research aims to investigate the similarities and differences in assessment policy, 
perspectives and practices in relation to desirable graduate outcomes and lifelong 
learning at two departments in the Midlands University and the Ho Chi Minh City 
University ± Vietnam.   
 
In order to conduct this case study I am collecting data in your faculty with the 
permission of the Management Board.  Would you be willing to find time for a 60-
minute interview about your assessment approach, practices and experiences, as well 
as about teaching, learning and assessment policies in your faculty? 
 
To maintain confidentiality, the name of our university and names of lecturers and 
students who agree to take part in this study will be changed, and the interview 
transcripts will be kept confidential and used only for the purposes of this study. I 
shall also prepare a suitable consent form for you to sign before the interview starts. 
At any time during the interview, if you decide you do not wish to answer any further 
questions you are free to withdraw. 
 
Thank you very much for your help and support. 
 
Yours sincerely, 
 
 
Tham Nguyen  
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Letter to lecturers of the HCMU (in Vietnamese) 
Kính gӱi : Quý thҫy cô khoa Xã hӝi hӑc/ Ngӳ 9ăQ$QKWUѭӡQJĈҥi hӑc Tp. 
HCM 
 
Tôi tên: NguyӉn Thӏ Hӗng Thҳm,là giҧQJYLrQÿҥi hӑc tҥi ViӋt Nam7{LÿDQJWKӵc 
hiӋQÿӅ tài nghiên cӭu cho luұQYăQWLӃQVƭFӫa tôi vӟi chӫ ÿӅ: µ1JKLrQF ?u so sánh 
WU˱ ?ng h âp v f ÿiQKJLiK rc t Rp c ?DVLQKYLrQFiFFK˱˯QJWUuQK.KRDK rc xã h ?i và 
1KkQ9ăQW ⤀iFiFWU˱ ?QJÿ ?i h rc Anh Qu vc và Vi lW1DP¶GRJLiRVѭ0HODQLH:DONHU
và tiӃQVƭ0RQLFD0F/HDQ± 7Uѭӡng Giáo Dөc ± Ĉҥi hӑc Nottingham ± 9ѭѫQJ4Xӕc 
Anh ± Kѭӟng dүQĈӅ tài này nhҵm nghiên cӭu sӵ giӕng nhau và khác nhau vӅ chính 
ViFKTXDQÿLӇm và thӵc trҥQJÿiQKJLiVLQKYLrQWURQJPӕLWѭѫQJTXDQYӟi kӃt quҧ 
ÿҫu ra và vҩQÿӅ hӑc tұp suӕWÿӡi tҥi hai khoa ± Khoa Xã Hӝi Hӑc và khoa Ngӳ 9ăQ
Anh cӫDWUѭӡQJĈҥi hӑc Midlands YjĈҥi hӑc Tp. HCM. 
 
Ĉѭӧc sӵ ÿӗng ý cӫa Ban chӫ nhiӋPNKRDW{LÿDQJWLӃn hành thu thұp dӳ liӋXFKRÿӅ 
tài nghiên cӭu này. Kính xin Qúy thҫ\F{FKRSKpSW{Lÿѭӧc phӓng vҩn khoҧng 60 
phút vӅ 4XDQÿL hm, cách th óc hi ln và kinh nghi lPÿiQKJLiVLQKYLrQ cӫa Quý thҫy 
F{FǊQJ QKѭchính sách gi Hng d ?y, h rc t RSYjÿiQKJLiF ?a Quý Khoa.   
 
ĈӇ bҧo mұt, tên cӫDWUѭӡQJĈҥi hӑc và tên cӫa Quý thҫy cô và sinh viên tham 
gia vào nghiên cӭu này sӁ ÿѭӧFWKD\ÿәi. Dӳ liӋXWKXÿѭӧc sӁ ÿѭӧc giӳ bí mұt và 
chӍ sӱ dөng cho mөFÿtFKQJKLrQFӭu cӫDÿӅ tài này7{LFǊQJ[LQSKpS4XêWKҫy 
cô ký vào bҧQÿӗng ý tham gia phӓng vҩn.Trong lúc phӓng vҩn, Quý thҫy cô có thӇ 
quyӃWÿӏnh ngӯng cuӝc phӓng vҩn bҩt cӭ lúc nào. 
 
Tôi xin chân thành cҧPѫQVӵ JL~Sÿӥ cӫa Quý thҫy cô. 
          
Tp.HCM, 15/4/2010 
        
NguyӉn Thӏ Hӗng Thҳm 
    Nghiên cӭu sinh tiӃQVƭ 
7Uѭӡng Giáo Dөc ± Ĉҥi hӑc Nottingham  
9ѭѫQJ4Xӕc Anh, Nottingham NG8 1BB 
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Appendix 11 Interview questions in the MU case (for lecturers) 
1. /HW¶VWDONDERXWDVVHVVPHQWLQRQHW\SLFDOPRGXOH\RX
are teaching. 
 How do you assess your students in this module? 
 Why do you do that way? 
 What do you want students to learn? 
 Given what you want students to learn, how do your 
assessment tasks support this student learning? 
 How successful is your assessment in supporting this 
student learning? 
Assessment 
approach 
and 
practices 
2. Are there opportunities for reflection, self-assessment and 
peer assessment in your module? 
      3.         How do you give feedback to your students? 
 Do students get a chance for formative feedback so that 
they can improve their work before they hand in?  
 How does your feedback encourage students to learn and 
be successful? 
Self-
assessment 
and peer 
assessment 
 
Feedback 
4. What about the final year dissertation? How important is that 
for learning? Is it a good method of assessment? 
Final year 
dissertation 
5. How do your assessment tasks help prepare students for 
learning in the longer term, if at all? 
Assessment 
and lifelong 
learning 
6. Are there any alternative approaches to assessment that you 
would like to try? Does anything stand on the way? 
Alternative 
assessment 
7. Is there anything about student assessment policies, practices and 
\RXURZQDVVHVVPHQWWKDWZHKDYHQ¶WFRYHUHGWKDW\RXZRXOGOLNH
to discuss?  
Further 
information 
 
  
347 
 
Interview questions in the MU case (for senior managers) 
Can you tell me what you do as... (Director of teaching)? prompts 
1. Does your school have a formal assessment policy?  
(If not, how do you discuss and agree on assessment criteria 
and standards, as well as student learning?) 
2. How does the school arrive at these policies? Are all the staff 
aware of these policies? Do they take part in developing these 
policies?  
 
Assessment policy 
3. How are the policies implemented? What success do they 
bring about? What still needs to be changed or adjusted?  
Policy 
implementation 
4. Can you give me an overview about assessment practices at 
your school? In general, how do the staff assess their students?  
 What about the final year dissertation? How important 
is that for learning? Is it a good method of assessment? 
 How much autonomy do the staff have in assessing 
their students? 
Overview of 
assessment 
practices 
 
Staff autonomy in 
assessment 
5. How do your school assessment policies and practices help 
LPSURYHWKHVWDII¶Vteaching, learning, and assessment (if at 
all)? 
Policies, teaching 
and learning 
6.  Are there any programmes or training courses on 
assessment for the staff of the school? (Have you taken any of 
them ?) Do you think they are effective? Why or why not? 
Professional 
development 
1. Can you tell me how long you have been teaching and what 
modules you are teaching at the moment? 
Role as lecturer 
2. /HW¶VWDONDERXWDVVHVVPHQWLQRQHW\SLFDOPRGXOH\RXDUH
teaching. 
 
 How do you assess your students in this module? 
 Why do you do that way? 
 What do you want students to learn? 
 Given what you want students to learn, how do your 
assessment tasks support this student learning? 
 How successful is your assessment in supporting this 
student learning? 
Assessment 
approach and 
practices 
3. Are there opportunities for reflection, self-assessment and Self-assessment 
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peer assessment in your module? 
4. How do you give feedback to your students? 
 Do students get a chance for formative feedback so 
that they can improve their work before they hand in?  
 How does your feedback encourage students to learn 
and be successful? 
and peer 
assessment 
 
Feedback 
5. What about the final year dissertation? How important is 
that for learning? Is it a good method of assessment? 
Final year 
dissertation 
6. How do your assessment tasks help prepare students for 
learning in the longer term, if at all? 
 
Assessment and 
lifelong learning 
7. Are there any alternative approaches to assessment that 
you would like to try? Does anything stand on the way? 
Alternative 
assessment 
8. Is there anything about student assessment policies, practices 
DQG\RXURZQDVVHVVPHQWWKDWZHKDYHQ¶WFRYHUHGWKDW\RX
would like to discuss?  
Further 
information 
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Questions for the MU student focus groups  
 
1. What have been your experiences of assessment (e.g. essays, exams, oral 
SUHVHQWDWLRQV«LQ\RXUGHJUHHFRXUVH" 
2. How has assessment helped you to learn?  
3. Please describe examples of valuable approaches to assessment that you 
have experienced.   
4. Have you had bad experiences of assessment which have made it difficult 
for you to learn? Could you describe examples? 
5. If you could choose, how would you like to be assessed? 
6. ,V WKHUH DQ\WKLQJ DERXW \RXU DVVHVVPHQW H[SHULHQFH WKDW ZH KDYHQ¶W
covered that you would like to discuss?  
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Appendix 12 Interview questions in the HCMU case 
Interview questions for lecturers 
Questions Prompts 
1. Xin thҫy/cô cho biӃt thҫy cô dҥ\ÿѭӧc bao lâu và  
hiӋn nay thҫ\F{ÿDQJGҥy nhӳng môn gì?  
Môn nào thҫ\F{WKѭӡng dҥy nhҩt? Sӕ Oѭӧng sinh viên 
trong lӟp cӫDP{Qÿylà bao nhiêu? 
Personal 
background (their 
names, what they 
teach and to which 
years) 
2. Xin thҫy/cô cho biӃt trong môn hӑFÿyWKҫ\F{ÿiQK
JLiVLQKYLrQQKѭWKӃ nào?  
 Thҫy cô có thӇ giҧi thích vì sao thҫy cô sӱ dөng 
nhӳng hình thӭFÿiQKJLiÿy" 
 Xin thҫy cô cho biӃt ý kiӃn cӫa thҫy cô vӅ luұQYăQ
tӕt nghiӋSĈyFySKҧi là hình thӭFÿiQKJLiWӕt hay 
không và vì sao? 
 NӃXFyÿLӅu kiӋn, thҫy cô có muӕQWKD\ÿәi 
SKѭѫQJSKiSÿiQKJLiFӫa mình hay không? Thay 
ÿәLQKѭWKӃ nào? NӃXWKD\ÿәi thì có gһp trӣ ngҥi gì 
không? Nhӳng trӣ ngҥLÿyOjJu" 
Assessment 
approaches 
 
 
3. Xin thҫy cô cho biӃt ý kiӃn cӫa mình vӅ nhӳng quy 
ÿӏnh vӅ ÿiQKJLiFӫDWUѭӡng và khoa. Theo thҫy cô, 
nhӳQJTX\ÿӏnh này có giúp ích trong viӋc giҧng dҥy 
cӫa thҫy cô và hӑc tұp cӫa sinh viên hay không? NӃu 
FyWKuJL~StFKQKѭWKӃ nào? NhӳQJTX\ÿӏnh này có 
cҫQWKD\ÿәi gì không? NӃXFyWKuQrQWKD\ÿәLQKѭWKӃ 
nào? 
 
Tӵ ÿiQKJLiVLQKYLrQÿiQKJLiOүn nhau, nhân xét cӫa 
giáo viên vӅ bài làm cӫa sinh viên: không áp dөQJÿѭӧc 
ӣ Vietnam. Vì sao? 
Department 
assessment policy 
5. Thҫy cô có tham dӵ lӟp tұp huҩn nào vӅ ÿiQKJLi
sinh viên hay không? Theo thҫy cô, có cҫn phҧi mӣ 
nhӳng lӟp bӗLGѭӥng vӅ SKѭѫQJSKiSÿiQKJLiKD\
không? Tҥi sao có? tҥi sao không? 
 
Professional 
development on 
assessment 
6. Ngoài nhӳng vҩQÿӅ chúng ta vӯDWUDRÿәi, thҫy cô có ý 
kiӃn gì thêm vӅ vҩQÿӅ ÿiQKJLiVLQKYLrQNK{QJ" 
 
Further 
information 
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Interview questions for faculty senior managers in Vietnamese 
 
1. Xin thҫy/cô cho biӃWVѫOѭӧc vӅ WuQKKuQKÿiQKJLiFӫa NKRDPuQK7K{QJWKѭӡng 
WKuVLQKYLrQÿѭӧFÿiQKJLiQKѭWKӃ nào? 
*LiRYLrQFyÿѭӧc tӵ ÿiQKJLiVLQKYLrQWKHRFiFKULrQJFӫa mình hay không? Hay là 
phҧi tuân theo quy chӃ ÿiQKJLiFӫDWUѭӡng và khoa? 
2. Xin thҫy/cô cho biӃt ý kiӃn vӅ quy  chӃ ÿiQKJLiVLQh viên cӫDWUѭӡng và khoa 
chúng ta: 
Quy chӃ Qj\ÿѭӧc áp dөQJQKѭWKӃ nào? Theo thҫy cô, Quy chӃ này có giúp ích 
trong viӋc giҧng dҥy cӫa giáo viên và hӑc tұp cӫa sinh viên hay không? NӃu có thì 
JL~StFKQKѭWKӃ nào? Quy chӃ này có cҫQWKD\ÿәi, chӍnh sӱa gì không? NӃu có thì 
QrQWKD\ÿәLQKѭWKӃ nào? 
3. VӅ luұQYăQWӕt nghiӋp cӫa sinh viên: theo thҫ\F{ÿyFySKҧi là hình thӭFÿiQK
giá tӕt hay không? Vì sao? 
4. Theo thҫy cô, viӋFÿiQKJLiVLQKYLrQFӫa khoa mình có cҫQWKD\ÿәi không/ NӃu 
FyWKuWKD\ÿәi QKѭWKӃ nào? 
5. Xin thҫy/cô cho biӃt thҫy cô dҥ\ÿѭӧc bao lâu và  hiӋn nay thҫ\F{ÿDQJGҥy 
nhӳng môn gì?  
Môn nào thҫ\F{WKѭӡng dҥy nhҩt? Sӕ Oѭӧng sinh viên trong lӟp cӫDP{QÿyOjEDR
nhiêu? 
6. Xin thҫy/cô cho biӃt trong môn hӑFÿyWKҫ\F{ÿiQKJLiVLQKYLrQQKѭWKӃ nào? 
 Thҫy cô có thӇ giҧi thích vì sao thҫy cô sӱ dөng nhӳng hình thӭFÿiQKJLiÿy" 
 Xin thҫy cô cho biӃt ý kiӃn cӫa thҫy cô vӅ luұQYăQWӕt nghiӋSĈyFySKҧi là 
hình thӭFÿiQKJLiWӕt hay không và vì sao? 
 NӃXFyÿLӅu kiӋn, thҫy cô có muӕQWKD\ÿәLSKѭѫQJSKiSÿiQKJLiFӫa mình 
KD\NK{QJ"7KD\ÿәLQKѭWKӃ nào? NӃXWKD\ÿәi thì có gһp trӣ ngҥi gì 
không? Nhӳng trӣ ngҥLÿyOjJu" 
7. Tӵ ÿiQKJLiVLQKYLrQÿiQKJLiOүn nhau, nhân xét cӫa giáo viên vӅ bài làm 
cӫa sinh viên: không áp dөQJÿѭӧc ӣ Vietnam. Vì sao? 
8. Thҫy cô có tham dӵ lӟp tұp huҩn nào vӅ ÿiQKJLiVLQKYLrQKD\NK{QJ"7KHR
thҫy cô, có cҫn phҧi mӣ nhӳng lӟp bӗLGѭӥng vӅ SKѭѫQJSKiSÿiQKJLiKD\
không? Tҥi sao có? tҥi sao không? 
9. Ngoài nhӳng vҩn ÿӅ chúng ta vӯDWUDRÿәi, thҫy cô có ý kiӃn gì thêm vӅ vҩQÿӅ 
ÿiQKJLiVLQKYLrQNK{QJ" 
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Questions for the student focus groups in Vietnamese 
 
1. Bҥn hãy cho biӃt các SKѭѫQJSKiSÿiQKJLiQjRÿѭӧc áp dөng trong các 
môn hӑc tӯ QăPQKҩWÿӃn nay? 3KѭѫQJSKiSQjRÿѭӧc sӱ dөng nhiӅu nhҩt? 
2. &iFSKѭѫQJSKiSÿiQKJLiEҥn vӯa nêu giúp ích thӃ nào cho viӋc hӑc cӫa 
bҥn? 
3. Bҥn hãy cho ví dө FiFSKѭѫQJSKiSÿiQK JLiPjEҥn thҩy là tӕt và giҧi 
thích vì sao. 
&ySKѭѫQJSKiSÿiQKJLiQjRmà bҥn thҩy là không tӕt không? Bҥn hãy 
giҧi thích tҥi sao? 
5. NӃu bҥn có thӇ ÿѭӧc lӵa chӑn, bҥn muӕQÿѭӧFÿiQKJLiQKѭWKӃ nào? 
6. Còn vҩQÿӅ gì vӅ ÿiQKJLiFK~QJWDFKѭDÿӅ cұSÿӃn mà bҥn muӕQWUDRÿәi 
không? 
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Appendix 13 Interview and focus group questions for the peer feedback 
intervention  
6RPHTXHVWLRQVZHUHDGDSWHGIURP9XDQG'DOO¶$OED 
Interview questions on peer feedback for the lecturer 
1. Why did you want to introduce this peer feedback task? 
2. Could you tell me about the process of implementing the peer 
 feedback task in your course? 
3. What do you expect the students to learn? How does the students' 
learning meet your expectations?  
4. How accurate is the students' peer feedback? Do they understand the 
marking criteria clearly? Do they use the marking criteria effectively? 
5. What are the students' opinions about doing these tasks? 
6. Are there any difficulties when you have implemented these tasks? 
What are they? How have you solved them?  
7. Will there be any changes when you implement the peer feedback 
tasks in the future? 
Student focus group ± peer-feedback intervention 
1. Have you done any peer feedback task before?  
2. What do you gain from this task? 
3. +RZGR\RXIHHODERXW\RXUIULHQG¶VIHHGEDFN" 
4. How do you feel about your feedback to your friend? 
5. Are there any difficulties in the process of giving peer feedback? 
6. Can you suggest some possible changes and adjustment for future 
implementation? 
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Appendix 14 Qualitative questionnaire on peer feedback ± for students 
(adapted from Vu and 'DOO¶$OED. 
 
1. Have you done peer feedback before? If yes, in which courses? 
 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
2. What do you like about this peer feedback task? 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
3. What GRQ¶W you like about this task? 
 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
------------------------------------------------------------------------------------------------------ 
4. Do you think that you assessed your peers fairly? 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
------------------------------------------------------------------------------------------------------ 
5. Do you think that you were assessed by your peers fairly? 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
6. Do you think that you assessed your peers accurately? 
 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
 
7. Do you think that you were assessed by your peers accurately? 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
 
8. Is \RXUSHHU¶Vfeedback useful? 
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
9. Do you have any suggestions to improve this peer feedback task?   
------------------------------------------------------------------------------------------------------
------------------------------------------------------------------------------------------------------ 
------------------------------------------------------------------------------------------------------ 
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Appendix 15 *XLGHOLQHVIRUVWXGHQWV¶SHHUIHHEDFN 
5HYLVHGIURP'U*UHHQ¶VPRGXOHµ7KH*RWKLF/LWHUDWXUH¶ 
Effective feedback provides information that is critical (giving a realistic 
assessment of the quality and scope of material) and constructive (identifying 
real and potential strengths in order to suggest ways of further improving the 
material) in a manner that is encouraging.  
Giving effective feedback is a highly-transferable skill that is useful not only 
in educational and professional contexts, but also in daily interactions with 
others. It is also a skill that can be used reflexively to improve the quality of 
your own work: the ability to make a critical and constructive assessment of 
material such as a piece of expository prose can help you identify the 
strengths and weaknesses of your own work, allowing you to view this not 
only as the author, but also from the perspective of an assessor/reader.  
The following tips can help you to express your feedback in an effective 
manner: 
 in identifying positives be sure to give the reason for your assessment 
HJ µWKLV LV D SDUWLFXODUO\ JRRG DVSHFW RI \RXU SLHFH RI ZULWLQJ
EHFDXVH¶) 
 if an idea strikes you as particularly innovative, interesting or 
controversial, note this and suggest directions for further development 
(i.e. ways in which it can be extrapolated upon and/or places the 
author can look for evidence that supports or challenges her/his 
argument) 
 in identifying places for improvement, emphasise the potential 
VROXWLRQ DV ZHOO DV WKH SUREOHP HJ µWKLV DUJXPHQW FRXOG SHUKDSV
PDNHXVHRIDGGLWLRQDOHYLGHQFHRUH[DPSOHVIURPWKHWH[W¶µWKHUHDUH
places where the discussion loses focus, but this could be corrected by 
UHRUJDQLVLQJWKHPDWHULDOWRHPSKDVLVH¶ 
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 the conditional tense and interrogatives can help to give deference to 
WKHDXWKRUHJµ+DYH\RXWKRXJKWDERXW¶µ\RXPLJKWILQGLWKHOSIXO
WR FRQVLGHU¶ WKHVH discourse strategies not only reinforce the 
DXWKRU¶V VHOI-esteem but also recognise the fact that as the 
reader/assessor you do not occupy a position of absolute knowledge  
 but, although the use of mitigating strategies is useful in moderation, 
ensure that your feedback is clear and succinct so that you can 
maximise the space available for comment 
 if at all possible (i.e. if you can do so without sounding artificial or 
awkward), aim to open and conclude your feedback with positive 
comments 
What you are looking for: 
In order to provide effective feedback, you will need to have a clear idea of 
which aspects of the material you are evaluating and on what basis. The 
following list gives an indication of areas that you should evaluate and on 
which you should comment in your feedback: 
 the argument: is the argument clear and is it supported with sufficient 
evidence? can you identify what is being asserted and is this 
convincing? 
 originality and innovation: does the discussion raise new points or 
consider the text in a new or unconventional context? does it challenge 
or develop existing scholarly opinion? 
 written expression: is the style succinct and compelling? is it correct 
or are there errors with grammar, syntax or punctuation? 
 
 
 
 
 
